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ABSTRACT 



This evaluation of the Haraburg, New York State Experimental Pre- 
Kindergarten. Program is a descriptive report of the instructional program 
as well as a comparison of selecCed st^tdent outcomes. 

Description of .the instructional jfrogram was obtairied through 
participant observation, photography and audio tape analyses of teaching 
skills .according to the use of instruction facilita.tive of children s 
social and cognitive development. The description reveals that the 
predominate instructional skilly were telling, explaining, clarifying 
and questioning. Participant observers concentrated -on interaction • 
patterns among children and between children and teachers. The data 
revealed that children had a wide variety of choices. The photographic 
data illustrated "the rifchness of the environment: Rather infrequently 
did teachers help students make choices, clarify feelings and extend 
ideas into art, music, dance and drama. 

Student outcomes were assessed using the Denver Developmental 
Screening Test and the Cognitive, Speech and Language sections of the 
Evanston Screening Packet. The prc-kindergarten children did signi- 
ficantly better on two of the thirty-two tasks "of the DDST. Craldren 
without pre-kindergarten did significantly better on four df the thirty- 
two tasks. Those -with pre-kindergalrten were significantly better on 
'two fine motor tasks; those without 'pre-kindergarten_ were significantly 
better on three gross motor tasks and one (defines words) language 
task. There were no significant differences on the Evanston Screening 
Packet. 

« 

1^0 the extent xhat the respective groups, represent th^ children 
W'ith and children without pte-kindergaxten experience, the program 
successfully modified reduced deficiencies that may have exiscea^ 
and made it possible for the pre-kindergarten child to enter kindergart^^n 
on. an equal footing with his age mates ^ ' 
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INTRODUCTION 



The Hamburg Central School District, New York State Experimental 
Pre-Kindergarten Program (Early Childhood Center) was founded in 1966. 
The Center is housed in the educational wing of Trinity Episcopal Church. 
The broad goals of the Early Childhood Center .are simply ^to develop a 
quality -program based upon the existing and emerging knowledge of child 
develop.nent. More specific goals pertain to identifying children with 
particular educational needs and modifying, if not reducing, deficiencies 
resulting from unfilled needs. This docuinent is an evaluation of the 
Ear\y Ckildhood Center toward the 'end of its eighth year of operation. 

This document and its preparation was different from many con- 
ventional evaluation procedures. First, it was initiated by the Center 
staff in collaboration with the Hamburg School District administration. 
Second, it inquires into both children's learning and teachers' instruc- 
tion Third, it deeply involved the evaluation team in experiencing the 
program and interacting with children. The first difference undoubtedly 
speaks to the willingness and maturity of a staff that desires to know 
if they make a difference. The second suggests comprehension of the 
many facets of learning, teaching, and evaluation.' The third permits 
evaluators to equally experience the program at some risk to objectivity. 
Risks and investments ^e often necessary to describe and share the 
^perspectives of teachers, program directors, administrators, and evaluators 
However, jthe rigorous test data wiirepeaH for itsMf. The observational 
and tap/ analyses were coded with high reliability. Without a doubt, the 



cvaliiators shared the/staff c,ood will, commitment to children and search 

/ S 

for a "better way."/ Tins was an attractive role and not resisted by the 
evaluation team, /ith this caution, the data will speak for itself and 
the writers will/endeavor to be as descriptive as their skills^permit. 
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SECTION 1 



Overview 



Evaluation of th^ Early ^Childhood Center focuses upon five object- 



ives : 



1. To Screen and identify pre-school children needing compensa- 
tory education on a multi-dimensional basis. 

2. To create a classroom environment which encourages social- 
emotional and cognitive development. 

3. To sus.tain an^individualized learning program for each, child. 

4. To modify the educational deficiencies of children selected ^ 
•for pre-kindergarten. 

5. To provide kindergarten teachers a compreheji^ive anecdotal ^ 
record for each chij.d. 

. ' A program^based on the above ob jectives>/^also based upoii several 
assumptions and values^: that social-emoti^l and cognitive growth are 
developmental; that children's learnit>/is unique with respect to their 
own style/pace'and capacity; thaj/dif ferences attributable to lack of 
experience can be reduced or nn^ified by an educational program. These 
assumption^ and the prograi/ objectives above provided the basis for the 
evaluation of the Earl/Chlldhood Center. Together the) d\rect attention 
to the l^rner's ex^rience, the instructional program and the learner* s 
growth arid deve^ipinent . ^ ^ ^ 

rh addition, the Center staff formulated several basic questions- 
that they considered important and answerable. ^ 

1/ What are the goals- of the program? ' / 



I» 2. Are the goals J)roadly conceived, yet attainable? 

N * ' , , 

3. Is the curriculum 'established* for the' program consistent with 

the^stated goals? 

4. Are the experiences provided challenging yet suitable^ for the 
age raage of the children? - ^ ^ 

' 5. Is there sufficient variety in instructional method? 
t 

•6. Do the methods of instruction allow for personal exploration 
\^ and freedom? * * * 

^ 7. Are'' the children faree of undue pressure? 

8. Are childreiv treated with respect? 

9. Is play used to support children's learning? 

10. Is the program organized to aflow^for individual differences 
in pace, style, and capacity? 

11. How effective is the program in' achieving its total range of 
goalrs? . . • » 

J 

The primary objectives are based upon developmental psychology;- 
developmental psychology adheres to an invariant sequence in stages of 
\rowth that 'are related to botb ge^netic and. experiential factors. There- 
fore ,, parents and teachers may facilitate development of a child's , p. 
p'o^ntialities by providing quality experiences. What are these ejii^eri- 
ences?. They, may be logically derived -from a description of the so^|l 
and cognitive .stages of growth. • ' 

Inasmuch as three , objectives', numbers' 2, 3, and 4, pertain to 

r 

ch>ldren's, development, Eriksqn's desc^^iption of social development and 
Piaget'§ descriptions of cognitive development .JeT^ selected as ^a basis 
for this part of the evaluation. In order to coll|^t information related^ 
to objective 2, each cf the' four cldsses were observed three times and a 
nuBiber af photographs were talien to both describe and show the activity 
patterns in the classroom and the choices available to children. Sumz^ry 
descriptions of observational and photographic data were compared t6 the 
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idonl <l..ssroom ..nvironmo.U as loRlcally 'dcrlycd from clfvc lopmmt^l . 

stage litrraturp (see Appondtx A). A juclRcmcnt w.-i,9 made regarding how 

well thi classroom approximated , this ideal type envl ronmc;nt. 

\ • • .. • 

Individualization of the program (objective 7/3) was evaluated ^ 

according to whether children individually interacted with teachers, 

nade choices about their activities, and engaged in clarifying and 

thinking processes. These are fundamental processes:wM|h^|s^<ire;that 

'children's learning style, pace and potentialities -are Vccommo.dated in 
an instructional setting. The observational data and photographic _ 
material were studied for activity patterns and evidence o.f the choices 
available.. Furthermore, audio-tape recordings of' teaching were made and 

.coded to assess whether th^ teaching skills exhibited were associated.^ 
with the respective-stages. Three tapes of each team w^ re raade, coded 
and quantified according to teaching behaviors (see Tables 1, 2, 3; and 

-S' 6 7) The patterns of teacher-^pupil communication^ cboice-making, 

use of clarifying responses and thinkin^g questioi^ , provided the data 

/ 

base for judging individualization. 

Evaluation of objective 4, to modify, deficiencies in selected . •. 
children's social-emotional aind cogni^ve development-, was achieved by ^ 
using the Denver Developmental Screening, test and 'the cognitive section, 
of .the Evanston Screening Packet. The 1973-7A pre-kindergarten class and 
a random sample of non pre-kindergarten children, who are also entering 
kindergarten (present 5 year olds), were tested and compared for signifi- 
cant differences in §ocial-emotional , motor and cognitive#evelopment. ^ 
..The entering 1973-74 pre-kindergarten class (present 4 year olds) were 
also tested. To ^e extent that theSe children represent the respective 
groups, significant differences would indicate vjhether fhe pre-scho61 did 



or did not modify or reduce deficiencies. 

• . Objective 5, to provide kindergarten teachers with a comprehensive 
ancc/otal record, of' each child,,, was evaluated by judging the comp'lete- 
'ncss of the chij^dren's folders sent on th kindergarten teachers. ^ 

I • 

Coniplete folders contained cognitive, social emotional, physical and 

* • * . . ' i 

historical data. ^ ^ ' , • / 

^ The objective to screen and identify pre-school children needing , 
compensatory education on a multi-dimensional basis ^was evalviated by . - 
^comparing the exterrt to whi?h'^he screening process used >y the Center 
takes into account cognitive and motor development,^ social emotional and 

socio-economic factors. * ,, , , 

The eleven staff questions were answered by comparing the Center 
pVogram'to the ideal standards implied and looking at the total'weight 
of^he evidence for the ^swer.- ' Question one asks what the goals of 
the Center .piogr^P are. If the goals are clearly stated .in Center docu- 
ments aa<l teachers know what they: are ,. question one is answered. Boradly 
conceived goals meaKs thaf these statements deal with social, Emotional, 
physical and cognitive growth, not growth in cognition alone. Assu:ning 
that the curriculuBKcan be.observed and/or looked at in writiW^n^ it 
was, it is possible to use the tape'ond observational data to determine 
consistency with stated , goals. ' If children's experiences are- challeng" 
. ing and suitable for their age range the data will sh^ow that learning 

activities are complete^; pictures of the classroom, and notes by parti- ' 
. cipant observers will not reveal random behavior or boredom. A wide 
variety bf children's products, in evidence, abundant 'equipment- and 
supplies in the' classroom as well as direct observation of teaching will 
surest a- variety of teacJfing methods. For instruction to be individual- 
ized (questions 6 and 10) it mJst be developmcnt^lly conceived and , 



implemented with an underlying order to it. Data from a variety of 
sources is used to answer these questions* Whether children are free of 
undue pressure afnd whether or "n^ play is used to support learning can 
be directly studied^ by using participant observer notes and looking at 
classroom photos* Whether ch4.1dren are treated^with respect can'^be 
heard on the^audio tapes collected during actual class sessions* The 
final question requires an answer based on the total weight of all the 
evidence collected. Answers to questiins 1-10 will reveal how effective 
the program is* * ^ ' ^ 

The preceeding paragraphs give some idea of how infonaation was 
collected and judgements made*- The results of this ^ffort,will be con- 
tained iji sietail in the following sections of this report v)hi.ch 
'include: Early Childhood Center Organization and Hope School Program, 
A Description of the Instructional Program, Pre-Kindergarten Student 
Outcomes and Conclusions »and Recommendations, • . - 



SECTION 2 ^ 

Center Organization and Home School Program 

The Early Childhood Center consists of. four classes of approxl- 
ilitely fifteen students each for a total of sixty students. All children 
going to kindergarten the following year are eligible for pre-8cho9l. 
However, the final select^^on of children Is based upon results of the. 
Denver Developmental Screening Test , soclo-ecdnomlc factors and home 
visitations. In particular^ children who need compensatory or correct- 
ive treatment are ^elected. The Denvelr tes.t measures the chlld^s 
personal-soclai, language and motor development. Home visits '^re made to 
determine the Interest and ^ commit men t of parents or guardians. Testing, 
home visits ^and the selection, process are considered initial aapects of, 
the 'prof ram' which continues as a comprehensive home, school and clpm* 
raunlty endeavor." 

Parents are asked to share the objectives of the Center 4taff. 
Concern for social-emotional and cognitive development is^manlfe^t during 
the home visits as well assuring p.re-^chool meetings.. RefeulaV, parent 
meiitings, held in .'le Center, deal with common problems of parents and ^ 
teaqhqrs. Various. Igcal service agencies " acquaint parents with* resources 
available in the^ 'community. In the homes^staff visitor^ lend a 
sympathetic ear and ^ssist the , child and hlk family* '"Every effort is , 
made to Increase the, sensitivity of the Center staff to the opportunities 
and problems within the chili* s home affecting his 'development. Every 
opportunity is extended to parents as thiy are helped to feel secure In 



an equalitarian rolationsliip, . 

V - , . 

^ K comprehensive diagnostic and intervention program for each child 

is Initiated and sustained during the school year, beginning with a com- 

pjete 'physical examination. Follpw-up care is provided, if needed. 

Screening tests are used to plan the child's individual program. 

Anecdotal records are maintained and regularly reviewed to update the 

cfiild's program. Parer^ts are invited to help in the Center in order to 

see the proce'^ures and, hopefully, use"* some of them at home. 

' Hdme and Center are not viewed independently. Rather, the parent 

program is designed to share the mutual concerns and benefit of ^ the 

child's development. For the child's development is the commonly held ^ 

goal- as- well as source of his competence and freedom. Thus, the 

need for integrating home and Center program. . ' 
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SECTION 3 

Description of the Instructi'onal Program 

<» 

/ 

Three procedures were used to obtain a comprehensive description 

* 

of the instructional program* First, audio-tape recordings were made to 
obtain and stdre a sample of verbal interactions. Second, observational 
notes were made to record the ebb and flow of activity. Third, photo- 
graphs were taken to record visual data. These three procedures were 
selected so that the evaluation team could focus independently upon the 
merits of the respective procedures. Together they pv^v^Aed a compre- 
hensive source of data to describe the pre-kinderga/ten program. 

As noted, the audio-tapes provided a sample of the' verbal com-' 
munication between staff and children. Tapes were coded and analyzed 
for fhe frequency with which certain skills faicilitative of children's 
social and cognitive grcn/th were used. The analysis of verbal inter- 
^action was based upon ^certain assumptions regarding child growth and 
development . 

1. Growth is a function of inborn capacities and potentialities 
in interaction with theUeamer's environment. 

2. There is a mutually beneficial relationship between adult s 
instruction and children's learning. 

3. This mutually beneficial relationship pertains to the continued 
growth and development of both teachers and learners. Specifics 
may be derived from stages of social and cognitive development. 



■ • • ■.. 11. 

4. There is a developmental sequence of social (ego strengths) 
development and cognitive at)ilities that teachers must accoraioodate, 

5. It is the role of the teacher to create an interactive en~ 
^ yironraent in which the child may develop his capacities and 

potentialities to communicate, choose, initiate/ do and value,* 
Equal consideration must be given to cognitive growth, 
6'. Inasmuch as roost children come to the school in the t^hird 
and fourth stages of development, the teacheY must reuse ^he 
* complementary instructional interactions pertaining to every 
stage in order to assess and mutually relate to children of dif- 
ferent capacities aytT'potent j alities. 

7. If 'Jeatning (growth) is a function of the individual's in- 
.borri capacities^ and potentialities in interaction with the 
environment, the teacher's primary* responsibility is to' increase 
the supportativeness of the environmonL and instruction at the 
child's functional level. A supportative school and home environ- 
ment increases the probability that the child will develop 
. ' normally. 

The above assumptions have rather far-reaching implications for 
teachers and learners. It is sufficient here to state that specific • 
. instructional skills have been identified which facilitate continued 
^growth and development among teachers and pupils.* The skills ,facilita- 
tive of social development deal with communicatlng^ll^^j^ion-makin 
retlecting and doing. Definitions of the specific skills follow. 
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Ways of Commiinicating ^ 
Telling :* Teacher talk providing information that thrSWl^ on 
activities^ ideas, interests^ attitudes and purposes. 

Explaining : Tfeacher talk that describes relationships between two or 

1 \ 

inore\factors that are involved in a situation. 
Showing how ; Teacher talk and actions that similtaneously assist the 

! 7 

.* child with the ways (procedures and processes) of task acconiplish- 
ment, 

Deiapnstratins : Simultaneous teacher description of the ways (procedures 
and -processes) of task accomplishment while manipulating relevant 
objects or materials. ^' . ^ • ^ 

Praising : Positive verbal support by 'teachers to a. pupil attribute or 

response* 

Enthusiasm : Verbal responle by the teac]ler indicating an^^^nse interest 
in child's action oripresence. ^ ^ , 

Ways to Structure Decision^M^ing 
Referring to rules : Teacher description or instruction about expectations. 

: t 

Specifying activity ; Teacher description^ of tbe alternatives available 
to a student. 

Providing altemaj^^l'^ /instriTction that culminates in logical extensions 




or more follow-up activities from which the student may 

choose. 

Articulating : Sjjsteinatically relating a single activity that a child ■ 

Bay choose to another activity or event. 
Using humanities ; Extending activities or ideas into art, music, dancfe, 
or drama. ^ 
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* ' Ways to Kncourage Reflection 
Examining roles : Teaqhc^c .talk directed to stimulate thinking' abo^ut 

relationships between self and others. ' 
Practicing : Teacher talk <3irected to stimulate thinking about gaining( 

control or experience with a skill. 
Perfecting : Teacher talk directed to stimulate thinking about gaining 

excellence 'with a skill. 
Clarifying ; Teacher talk directed to stimulate controlled thinking 

about relationships between ideas and events* 
Leading ; Teacher talk about initiating as^iivities and consumating 

activities into task accomplishment. 

Social Development and Pre-Kinder?^arten 
Instt'uctional Frequencies 

Analysis- of instructional skills according to the categories out-- 
lined in the preceeding section was obtained fros twelve audio-tapes of 
class sessions which contained the instructional dialogue of the Center 
staff. Three tapes were made by e^ch ^6f the four teams. One tape was 
too distorted for analysis and therefore .was not used. 

After training in the use 9f the coding system, two transcribed 
.t^pes were independently classified with discrepancies on 11 per cent of 
the items. These discrepancies were resolved and. on a sujjsequ^nt tape 
analysis, a reliability of .93 was achieved in coding. The remaining 
capes were coded independently, / ^ 4f 

The tapes revealed that when teachers talk with children, 46.82 



of their diaioguc is telling and 31% is clarifying (see Table 1). Both 
of these instructional skills are valuable tocfls in assisting social de- 
velopment. Instruction also incorporated* explaining, praising, and 
reflecting upon roles and leacicrship acts. The mixture between telling 
and clarifying is interesting and typically consisted of actions and 
statements designed to create shared understandings inte^rspersed with 
questions that re.quired reflection and clarification. The "folloving 
example illustrates. 

Let's. see if these boys know what they're doing. 
* ' I'd like to see you put the rings on each end an^d see if you can 
make it teeter totter. 
' UTiat teeter totter means is up and down, up and down. 
Do that with your hands—^up and dowTii, up and down. 
OKl., iiold it. 

Paul s making it go down. What do you h'ave to do, RicR? 

Is it going to go down? ^ 

Yes. 

• Now what. Wait! Rick, Wait! 
WTiat did Rick do that made it move? 
/ He put extras and it went up. 
How many extra did he put on? 
Paul had 3. 

How many did Rick put on chere? 

OK, Paul, leit?'s see^ou make it balance. 

Whatis^does balance (Sean? 

The above dialogue began as Paul and Rick were placing washers on 
the pins of a balance. Telling provided deTinition' of the relationship 
between up and down and teeter totter. Questions caused the child to 
reflect (thinJj) about %s actioi*is and the event of placing weights. 
Furthermore, experience- with the balance activity in\:luded simula^ng 
niovement with their body and hands, < 
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TABLE 1 

USEoOF INSTRUCTIONAL SKILLS FACILITATING SOCIAL DEVELOPMENT 



Category 



Frequency 



Percentage 



Communicating 
Telling 
El^plaining 
Showing How 
Demonstrating 
Prais Ing 
Enthusi asm 

Decision-Making 

Specifying Activity 
Referring to Rules >^ 

\ Providing Alternatives 
Articulating 
Using Humanities 

Reflecting 

Examining Roles 

Practicing 

Perfecting 

Clarifying 

Leading 



1106 
124 
10 
11 
105 
29 



22 
21 
17 
3 

-17 



• 91 
20 
5 

735 
51 



" 5.2 
.4 
1.2 




3-3 

• 9 

• 2 
31.0 

2,2 



2367 



100,00% 



The next example includes praise and reinforcement. 

Sharon, you come on over here and sit down. This is the woods 

over here. 
Come on, Papa Bear. 

(Qiildren did thc^ir own dialogue without help aft^er the porridge 
• part . ) 

I think we should clap for them, don* t you, Scott? 

They did a good job. 

Hollywood is calling us. 

That was beautiful. 

Wasn't that great? 

1*11 sayl 

The next example is typical of the many faceted conversations 
whitJh teachers have' while working with a group. This conversation 
illustrates the alternatives or choices that students have, reflecting 



ERIC ' — ^ 1 1 

\V ■ 



16 

upon tasks or products and enthusiastic reinforcement of outcomes; 
Wliy don't you draw a brand new picture? 

I'm not sure whose it is. Probably the teacher's. OK, 1 guesa 

you can put it here. Thank you> Mark. 
You sure? UMM-— you're right! (enthusiastic) 
Did you ever make one with . • • (inaudible)? 
Did you have the crayon? 

Do I have the crayon? I'll give you a new box, OK? 
Patricia, do you want another paper? 
Uh huh. _ 
Pick out the kind you w)ant. 
How does ydOT— £3;;^iend t^el? 
" mat happened to^aTT^the drops you put on the paper the first 
• ' time? 

Hi,. Stephanie, you-want to try what we're doing? 
Pick out a piece of paper. Is that the. shiny kind or the other 
kind? 

Several features are revealed by the transcript. Exchanges are 
brief and direct. Replies of the children are simple words orjbrief 
sentences. The dialogue, vhile concentrating on activity, directs the 
.child to reflect ^upbn his activities and products. Finally, opportuni- 
ties to ask questions and explore meaning were continually available. 

Another pattern included questioning and telling designed to de- 
velop clarification and sequential use of thinking and speech by 
reflecting upon what others would say or do. • * 

Well, what happehed then? 
huff and puff. 

Oh that wolf got angry^ and, do you think he would try again when 

he got angry? v 
Yep, and did it blow in? 
Well, tell mf"What happened then? 
What did he do? 
Climbed on the rooB. 
Went down the chi^ey. 

Did he go dowtt* tfte chimney before he climbed on the roof or aft^r 

he climbed on the foof? 
After he had climbed on. 

And what happened when he went down the chimney? 
Fell into hot water. ^ * 
What do you think^ he said? ^ * 

Owl *^ 
I think I would Bay that, too. 
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The following! exarapTe "includes a variety of teacher and pupil 
responses. The student was given an op£ion to participate. He was also 
given a choice of what he could make. The instruction then switched to^ 
another student Who was asked to count his tulips and name their colors. 

i 

♦Th^ r^spohses were praised and h^ corapetence 'Was affirmed. 

» You can make other kinds of flowers, if you want to. 

If you want to make flowers, or something else, it's OK. 
' How marty tulips do you have? 

1, 2, 3, 4, 5 tulips. ' f 
What color?/ ' • ^ 
Very good. ^ 

I think you ^an do pK. . • 

* ^ The different. instructional dialogues were classified develop- 
mentally. For example, all teacher behavior coramunitates something to 
children. Telling -and explaining communicates information a^id relation- 
ships amoipg information. Telling and explaining alt^mltives were 
classified as decision-making since these required the child to make' 
a choice. Askinjg a child how he feels or thinks about something was 
classif iedvas reflection because the student. is required to process 
.information, clarify his preference among alternatives^ and /clarify^his 
feelings or understandings. 

The sequencing of instruction and learning has a cumuiatiye 
effect. The prerequisite strength in communicatd^ng is necessary in 
order to make chdices. Strength in communicating and choosing are 
necessary to reflect and respond with preference^ And so.it continues— 
atage j^>y stage, skill by skill, the child builds upon previous skill 
and learning. The teacher recapitulates the Ipracesses of all stages m 
to insure that all children have sufficient opportunity to share and 

experience the basic ^processes and experiences appropriate for 

\» 

cumulative growth. * ; ^ 
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» * 

In the prc-klnc!orgartPn, the .transcripts revealed that comiminlr-a- 
ting-arid ciarifyinp, were the pre-lomin;mt methods of instruction. Some 
choices were evident. ' ^ 

Co'Knltlve Development and Pre-Klndergarten 
• ^ Instructional Frequencies 

Cognitive. development parallels social development in man> ways, 

and the assumptions about developmental stages apply equally to'the' 

stages of cognitive development. Such factors as the invariaiv^ sequence ^ 

of development, cumulative effect and interactions of inborn capacities 

with the environment all apply. However, knowledge of one set of stages 

is insufficient for understanding all aspects of growth. While stages 

may overlap,, knowledge or the stages of cognitive development is equally 

helpf.ul for understanding children and planning instruction. Therefore, , 

to gain a. more complete understanding of verbal instruction. in the 

Hamburg pre-kindergarten the transcripts were also 'analyzed according 

to the use of instructional skills facilitative of children's cognitive' 

development. Audio-tapes were coded the second time for, use of the . 

following categories,* . 

Ways of Symbolically Representing Action 
Telling ! Teacher talk providing information that throws light on 

activities, ideas, interests, attitudes and purposes. 
Explaining : Teacher talk that describes relationships between two or 

more factors that are involved in a situation. ' « 

Role-Playing : Enacting a set of actions that requires assuming the 

role Or perspective of another. 



*See Appendix A for a tnore complete discussion of the categories. ^- . 
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Involvinr. ; InCtruition eliciting the interest and active participation 
of another person. 

F.xtcndinr. cfonccpts into the humanitie*s ; Creating alternative ways of • 
e^^icjici'ng a concept through art, music, dance, and drama. 

Elemental Centering ; Specifying the salient characteristic of an object, 
person, or event. ^ ^ 

Describing ; Specifying the essential characteristics of an object, 

9 person, or event in order to share or approximate the same 

.» 

perceptions. a 

Ways of Knowing 

Using two level langu4p,e : Describing an object, idea ^or event in 

a M 

language with X increasing or decreasing degree of abstraction, 
generali/zation pr specificity. 
Showing Hov ; Teac.herSlk and act^T^ that simultaneously assist the 
child with- TRTll^ys (procedures and processes) of task 
" » accoiAplishment . i ^ 
Using models and m^ipulatives : Demonstrations in which the instructions 
ref^er to the use and presence of objects to carry out the* specific 
actions of the object or relationstiips between obje'cts. 
Comprebcndinr Sequence :^ Eliciting the description of events or actions 

in their logical or chronological order. 
Questioning : , \ 

Recall: Instruction eliciting t*he repis?ting of knowledge. 
Thinking: Instruction eliciting |he reporting of knowledge and the- 
' comprehension of the relationships between ideas and events. 
' Analysis of the tapes according to cognitive categories (see 
Table 2) revealed patterns of telling (45.8%), explaining (6.3Z), and 

') *^ 5 
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questioning (26.2% and 8%) similar to th^t obtained when '•cxami ning the 
data acGordinn to cntegorfes of social deyelopn«nt. Verbal interaction 
was direct and\elVvant to acti'vity. The following example illustrates 
celling, questioning, for recall and. thinking while the student en- ' 

• . - ' ' ' 

gaged in self selected activity. 

.^^^Uliat do you c^ll the little things that^move? 
I don't know. ' ^ , . 

They're called teeth. * , ' 

Teeth? V ' " , ' 

Teegu ^ t ' . . 

Do they look like your te.eth? ^ 
Not quite. . 

None of the rest turn. Wliy i^ that? 
^ You took them both out. Now when you turn this one, which one 
^ ♦ turns? Here,' this little one; 

I wonder if we could put something on this face if it would turn?' 
Oops, I dropped it accidentally, i 
Yes, we*had an accident. 

Hey, what, part moved? • * - ' 

Wliat's different about this one? 

If I turn"' this one which ones are going to move? 

That, that, that, and.thaty^ 

Will these move if I turn ^his one? ^ ' 

No. ' ; ^ ' ^ 

Why not? ^ 

During instruction the pre-kindergarten teacher is alert to varied 

activities in the room. The following dialogue ^illii^rates the "quick 

switch" occurring when teaching children pursuing a variety of interests. 

Let's see if Paul can find where that key goes. 
Oops, Paul found it. 

Wliat color is that, Paul? ' ^ 

-White. 

' White. Does it work in tlie lock? 

It does* - - — — 

Very good. I 
Pull it up. 

Turn the key. , . 

Lisa, will you show me^ how the teeter totter works? 

We know how to do it. 

Wliat do they do? 

Tliey make one side go higher and higher. 
Right. 

. 'What*^s-iiappening now? 

How many ringfl have you got there? 
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- • TAliLK 2 ' ^ 

USE OF INVi'RiicriiiNAL PROCKSSKS FACI LITATI^iG COON^TIVK nBVKLOFM?:;!' 



Cat<'p,ory 



Frequency 



Symbolic-Representational Action 
Using student ideas 
Telling y/ 
Kxplnining 

Role-Playing * \ 

-lo4<olving 

KxtetTa^lng concepts into humanities 
9 Klemt^nkai ce/htering 
, DescribKi^y^" *« 

7 

Knowing Systems 

Two level language 
Showing how 

Models and inani^ulatives 
" Comprehending sequence 
Questioning 

• Recall • 
Thinking 



70 
967 
131 
9 
7 

• 3Z 
7 
17 



2 

33 

3 

146 

511 
168 



^ Perctintage 



3.3 

6.3 
. .4 

.3 
, 1.16 

.3 
' .8 



.0 
1.5 

. .2 

2A.2 
8.6 



2114 



100.00% 



Acting out stories that were read permitted representational 

action and extending and reinforcing ideas with drama; 

Teacher tells Btoiry and lets children fill in dialogue' with help 

as needed. ^ 
It, was just right^o Baby Bear ate it. all. 

No ! 

Wait a minute. He didn't either. It was too hot, too. 

Oh, good night, it was really too hot so they.all left for a 

- H-t-t-ie -walk-^ - — — — — — - 



Here, knock here. ' ' • 

He^llll^etting a little more porridge becau^ his was. all gone. He 

really enjoys that porridge. He was hungry, 
it's all gone now, Baby Bear. You go into the living room and ^ 

Icrok at your chair. Look what happened to your chair here. 
How did you like that? 
Was it pretty good? , 



^ \ M \\ 7 



T. He ,climbc»d lout 'the 'window. " - ^ ' ^ 

C. No J out the dour. ' ^ 

T: 'but the door. I Sn rd<\d you ore helping; me / cause Qbmetimes 
I ^forfcet . * • ' ^ ^ - 

^ ^ Wo 11, he went . .-c'l imbed- out the door** .'^ ^ 

^ lie he,1Vd a loud noise'.- U was the footstgps bf the giant. ^ 
^ ' "*"And the 'j;iant ^i^iJ, .'I'm going to cat you.* / / ' ^ . 
C. • J^ol lie said, I'm. going to capture you.- /' ' \ * 

T.' Is that what he said? £)*>K., hd said, I^m^oing-to, capture, ' 
you. 

This seq{A?nce of stdxy .linp was' shared and reviewed tp reinforce 
comprehension an'd linear thinking. It may^al-so be obs'erved that mis- 
takes could occur with safety and withou;: fear of being wrong. 

1^11 bet you were surprised when you saw tt^ 
* How many flowers you think you need? 

You know what? , 

Look at your finger. 
» • On the oth^er hand. ^ . * yf 

Wliat stuck to it? 
jr^' Do y^ou want to make s^omcthing? 

You would? , , , . ' ^ ' \ i\ 

I'm glad. ' . ^ ' ^ - 

What kind of paper would ydu like to use? , ^ . 



This sequence, while it deals with several children, is represent- 
ative of the brief cognitive dialogues that continually engage the 
children ^n thinking about themselves and their-work. 

Todd, here's your'paper. 

You can bring it over here. Or you tal'.e your paper over there. 
Oh, i forgot to tell you this. . * \ iP.- 

' , Is the 5ticky . . . lock at. . well this side will stick on. 
Do you know what? 

You might Vmve to make it a bit smaller. ' / 
Hanzel ancLdretel. 
— ~ And they wont- i:o_thc_ wit ch * s ho_u4ii3?_ 

And then what did they do? r t * i . ' 

A candy house . . . Are you going to make a candy hous^? 
It l-ooks deliciq^MS enough to eat, ^ 

The above di^^logue involves the teacher and Todd in extending 
ideas into arts and crafts. The .characteristics of the materials were ^ 
discussed and the action portrayed, in fhis diild's pltture was discussed. 
^^IC instruction switches to another student and the relationship between 

: ; / .■ 
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th| story and the student's puicture^^^wtrs e8tabli»shed by questioning. The 
positive observation that it ''looked delicious enpugh to eat" confirmed 
t+ie meaning to -both the teacher and child. 

Ta^e analysis ^reveals that most verbal insti^uction is appropriate 
for children at the stage two'<and/or three Ifevels of development. From 
th^e social pjeifspectiye language is communication which involves the 
child in making decisions**;(st-^ge two) and it provides the means for 
« sharing experiences ind reflecting, upon the worth of the activity (stage 
three). Kroin the ^ognl tive .perspective ian^age is symbolic 'representa- 
tion through which the child's mental ideas about self and others are 
validated or accommodated (stage two), and it permits, representational 
action by which th^ child's ideas about concrete operations are affirmed 
of^enied (stage three). Over 95% of the staff's verbal instruction can 
be identified as yelevanc to stage two *and three processes where the 
pre-kindergarten child is functioning. 

Categorizing .the audio-tape transcripts according to instructional 
skills derived from knowledge of both cognitive and social stage develop- 
ment revealed teaching which facilitated both phases of growth. The high 
frequency of clearly and mutually understood communications choice- ^ 
making anwng alternatives and r-eflejction u^on the <3titcome of effort are 
intended, at the Center. Tcachers-plan that children should take in, 
choose and think about what they are doing. And implicitly, if not ex- ^ 
plicitly, children's feelings about their work^^are accommodated (however, 
not always indulged). 'The following dialogue illustrates this process 
of telling, praising and questioning while engaged in a learning activi- 
ty which enables the child to discuss his woA, reflect upon what he 
does and how he feels about it within a supportative environment.^ Both 
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cognitive tlilnklng and ego development processes .are functioning 
siraultanooubly. , , 

OK, I'll try, ^V^^?^ 
, More we go, Amy. 

Honey, thosp are items. ^ 
Kelly has it. 
Boy, that is greatl 
- Tliank you very muth. 

Amy, see. You knew what you were doing. 
All right. 

You can finish these a% home, too. 
l^/hat color is it? 
Light pink. 

What does it look like? 
l>^ve never seen one. 

Wliat does it look like; Christy? / 
You don't know how to draw it? 

Oh, Judy, , you can just lick it and it will stick on. 
Wow! 

It's OK, vf* can clean it. 
* Participant and Ehotofcraphic Observation ; Participant observa- 

tion enabled the evaluation staff to record notes ^d experience the 
ebb and flow of Center activities. - The photographs p^rovide a permanent ^ 
slice of ' reality for future reference. ^Two observers participated in 
activities of both morning and afternoon sessions. Their unt^fcructured 
_ observational notes were combined and are summarized below as a de- 

scription of events. 

Daring the hour before the children's arrival, the staff prepara- 
tion con^si^ts of "setting up" and planning for the cfay's activities. 
The watdr table is filled, finger paint supplies laid* out, craft- niaterirals 
arranged; large blocks placed outdoors, story books placed on the 
teaclfbr's shelf, snack provisions arranged, and road signs are placed^ 
with the blocks and^ cars. Any resources related to the' day's activities 
.are-prepured and arrar.ged before the children arrive. Certain items such 
as the water table, dress-ups, finger paints, blocks, kitchen, books, 
manipulatives are always prepared and available. Specific records, 
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games, m.mlpulativcs f and planning materials for particular Instructional 
activities of the day are arranged for ready access. Then preparation 
is complete. It is apparent that planned activities are thought through 
and resources are obtained before" children arrive* 

When the children bound from school busses, they are greeted by 
nam\ comments are exchanged about the day and/or appearance, and 
children immediately begin the day's activities. Wraps -are taken to 
ah individual "cubby" (open wall locker). . » 

The first hour is a raixtufe of activities; blocks, water table, 
home comer and manipulatives wlifere the child can work independently, 
along side or with others. Teachers, aides or interns may hold a special 
interest activity of planting, cutting, pasting, of a game at a table. 
Often a small group is spontaneously attracted to an activity or the 
teacher may enouurage participation. Discussion about school work, as 
characterized in the preceeding section, goes on. During the first hour 
it is evident that the child selects" from a wide range of activities 
available; 

Toward the end of the first hour, as the children's attention ap-^ 
pears to diminish, the staff is alert for indicators of inattention: 
, random play, frustration, tiredness, and aggressiveness. As they appear, 
the children are instructed to clean up and assemble for group experi- 
ences in dance, story telling, or drama, during this, other staff 
membei;s prepare the food and table for snack time, a nutritious and 
social interlude. The children pour the beverage, pass the snack and 
clean up. This time is relaxed and rich in the use of larf^uage. 

After snack time, either outdoor play or a nature walk is typical, 
but poor weather means a variety of smaller group activities indoors. 
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It is evident that there is a fluid structure assisting children's 
developracntv The staff provides consistency and continuity so that 
children see Center, staff as safe, predictable teachers who are interested 
in their welfare. It is evident that the staff is prej^ared to give 
children their undivided attention. No^Vnat am I to do next anVJ where 
are my materials." Tlieir plan pcmits them to ''follow the children/' 
containing suffici^t altcraatives an^d flexibility so that it is appro- 
priate to children's basic developmental needs, and can be adapted to 
a particular child's needs. It is also clear that teachers can recapi- 
tulate basic stage one 'experiences if necessary (see Tables 1 and 4). 

Clearly, observational data complemented the audio-tape data. 

Whereas the audio-tapes described group instruction, observational data 

described activities and individual interaction (of course, not often 

amenable to taping), tending to be more personal ani anecdotal, ^ 

Richard,, you get down and pick up every one (raisins). 

(Inaudible comment by Richard.) 

Yes you did. I saw you drop them. 

Gct/them under tho table and under the chair. 

Now' take your na^fcin and cup • . ^ \ 



Denise fell off the "high board" as- she jumped. She cried. 

Her mother went over and helped her up. D^nise went to the 
teacher and sat on her* lap to watch for ^-^ile. U'hen she 
went over to the board again, Che teacher s^i^i ''I ' 11 watch 
you, Denise. Later, Denise tipped over OD ^h^jjgjip?^ She 
called for help without crying. Staff helped her 'gfe't un- 
tangled and she ran off to play somewhere else. 

routing snack . . 

'r^at was your motI\er doing; Lisa? ' ' 
Pulling my brother in the wagon. 
VTncit was she riding? 
Her bicycle. 

I rode with side wheels first. 
I got my bicycle last summer. 
.My brother is a year and a half old. 

Girl on bars started to cry. Teacher called, to her. 
What happened? 

Child cries harder and teacher -vent and got her and carried her 
back to. a seat to look at her. 
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That metal thing has got tOvgo. -xc,^j^>< 

Let TTK^ bt'C» 

You'll be nil rip.ht. Crying stops soon^ 

1 nce-ri--a^ Alecnrx. . * • 

You need V^arrette, too. ^ — ^ 

Teacher fixed her hair and child stayed On her lap for a while, 
Teaclier stood her on her feet and shciiran off to play. 

Tlicse anecdotes from observations complemented the audio data in 
that they revealed the complcteriess and richness of the environment. 
They ^revealed that alternatives were available and the Kihild was free 
to select many of his own activities. Thorough plannittg^ And freely ^ 
available resources enabled teachers to give their un3fvided attention 
to planned instruction and emergent needs of children. 

The photographic data shows in detail thel equipment , supplies and 
resources available as well as the generally -l^te^fg^ delight with which 
children pursue their activities. Pictures suggest that the activities 
and children's products do not remain static. Recorded day-by-day, the 
mixture of activities and special events ar€f*^$een in a manner which 
surpass^es written observation, ccranuni eating to parents and teachers the 
desire and willingness of children to engage deeply in tasks such as 
housekeeping, finger painting, spontaneous experimenting with water, 
singing, ^rhythmic moving, pounding nails, cooking and dressing up. Many 
of these activities are "considered messy or more appropriate for one sex 
than the other. But the interest of both boys and girls is revealed. 
Furthermore, the photographs suggest that the mess is educational in 
itself, and part of the day's work. 

^ When used as feedback to the children, photographs provided then 
with rich insights about themselves and their peers. Day-by-day acti-' 
vities, holiday events and birthdays can be revisited and shared ^gain 
and again through photography. Slides ^brought positive comments about 



past events and many unanticipated thoughts and related events were re 
called. In sununary, the photographic data provided opportunity for 
reflecting upon the program and feedback to the children ai\d teachers. 

Photograp)^s are amenable to comparative*^ research. As a record 
of day-by-'day activities, resources and products, they could be quanti 
tied and compared with pictures of other early childhood progr<iina 
throughout the state. 
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SECTION 4 

. A. 

Student Outcomes 

Results df the pre-school Center program were assessed using two 
different instruibents , the Denver Developinental Screening Test (DDST) 
(see Appendix D) and the Evanston Screening Packet , speech' and language 
section and cognitive section (see Appendix B and C), - 

The DDST was administered by the Hamburg school district testing 
department to all children entering Jcindergarten in September 197A; 
this included children completing the 19 73-74 pre-kindergarten program 
(group one) and children without pre-kindergarten (control group). Also, 
the children'selected for the 1974-75 pre-kindergarten program were 
tested. on the same instruments by the pre-school staff (group three). 
Scores of a random sample of the pre-kindergarten students were compared 
Vith scores of children entering kindergarten without "the pre-kinder- 
garten experience. This data Is presented in Tables 3 through 7. 

Comparison of personal-social scores on the DDST reveals that 
Xhere were no significant differences between entering kindergarten 
children who completed the pre-kindergarten program and children enter- 
ing kindergarten without pre-kindergarten experience. 

It may be noted, but cautiously, that significant differen>:es 
exist between the entering pre-kindergarten children (four-year-olds) 
. and entering kindergarten children (five-year-olds). Whether this is 
due to pre-kindergarten experiences or maturation will be assessed next 
June, 1975. 

! A % 5 
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T/VBLE 3 

CWARISON OF PERSONAL-SOCIAL SCORES ON THE DDST 



Davies test of significant difference between percentages ,02 

With respect to fine motor skills there wer6 three significant 
differences between the kindergarten children with pre-kinder^arten ex- 
perience and those without it %ee Table A). Two of these differences 

\ ' • TABLE A 

COMPARISdN OF'FINE MOTOR SCORES ON THE DDST 



Test rtens 



Copies ^ 

Copic:; 0 

Copies /_/ 
Imitates bridge 
Imitates 

demonstrator 
Imi tates vertical 

line 

Draws 3 part man 
Dumps raisins B.S. 
I>raw8 6 part man 
Picks longer line 



Per Cent of Children Who Passed 



1974-75 Kindergarten Children 


197A-75 


With Pre-K 
N=52 


Without Pre-K 
(Control) N=«60 


Pre-K Children 
N=60 


93.3 

97.8 
66.7 
100 


98.3 
98.3 
63.5 
96.7 


' 60.2** 
81.7* 
70.3* 

9,1.7 


80.0 


\ . 85.1 


3La* • 


97.8 
.90. A 
97.8 
71.2 
92.3 


96.7 
91.7 
88. A* 
88. A** 
78.A** 


85.1* 
71.8* 

9l6 
381 6* 
68|7* 



* J" " 

Test Items 


Per Cent of Children Who Passed 


197A-75 Kindergarten Children 


197A-75 

Pre-K Children 
N=60 


With Pre-K 
N=52 


Without Pre-K 
(Control) N«60 


Puts on clothing 
Buttons up . /. ' 
Separates from 

Mother 
Plays interactive 

games 
Dresses without 

supervision 


' {LOO 2 • 
' 9A.2 

100 

100 

88.5 


100 Z 
90.1. 

93. A 

98,3 

96.7 


96.7% > 
53.5* 

83.3* 

93. A 
58.5* 



Oavies test of significant difference between percentages p ^ .(^5* p>.02** 

■\ i' (\ 4(} - * . 
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favor the children with pre-kindergarten experience in that more students 
dumped raisins .and picked the longer line. On one item the children with- 
out pre-kindergarten experience performed better, drawing the six part 
roan. 

The language section of the DDST revealed one significant differ- 
ence between the kindergarten children with pre-kindergarten experience 

and those without i|t (see Table 5). Those without pre-kindergarten were 

! ^ ■ - 

better able to define words. However, the 197A-75 pre-kindergarten child- 

r .... 

ren had significantly lower scores on seven of the eight items. Again, 
later study should reveal whether this difference is a funcMon of the 
pre-kindergarten experience or maturation, 

4 

■|aBLE 5 

COiMPARISON OF LANGUAGE SCORES ON' DDST 



Per Cent of Children Who Passed 





1974-75 Kindergarten Children 


.1974-75 




With Pre-K 


Without Pre-K 


Pre-K Children 


•T^sTs Iteras 


N=52 


(Control) N=60 


N=»60 


Comprehends cold, 








etc. 


93.4 


100 


80.0*,-. 


Comprehends 






75.0* 


prepositions 


90.4 


91.6 


Recognizes colors 


94.2 


9^5.0 


76.8* 


Opposite analogies 


95.6 


"91.6 


60.1* 


Uses plurals 


r 98.1 


98.3 


93.1 


. Defines words 


48.0 


65.1** 


6.9** 


Gives first and 








last name 


95.6 


100. 


75.0* 


Composition 


25.0 


25.0 


10.0* . 



Davies test of significant difference between percentages p^ .02* p ^.01 

With respect to gross motor development, there were no significant 
differences on seven of the nine tasks. The children with pre-kinder- 
garten experience did signif icant)ly poorer on two of the nine items. 
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If 

hops on one foot and catches bounced ball. The entering 1974-75 class 
of pre-kindergarten children scored significantly lower on seven of the 
nine tasks. 



, TABLE 6 

COMPARISON OF GROSS MOTOR SCORES ON THE DDST 



Test Items 



Per Cent of Children Who Passed 



1974-75 Kindergarten Children 



With Pre-K 
N=52 - 



Without Pre-K 
(Control) N=60 



1974-75 

Pre-K Children 
K=60 ^■ 



Balances one foot 

10 sec. 
Throws ball 

overhand 
Hops on one foot 
Catches bounced 

ball ^ 
heel toe walking 
Tricycle riding 
Backward heel toe 
Broad jump 
Balances one foot 

5 sec. 



53.8 

100 
73.1 

42.3 
73.1 
100 
44.2 
97.8 

82.2'' 



65. 

100 
91.6** 

55.1* 

65.1 
100 
41.2 
98?3 

90 



25. ** 

93.1 
66.7* 

33.3 
43.4* 
90. 
20. * 
83.3* 

61.8* • 



"Davies test of significant difference betveen percentages p> .02* . 
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Taken as a whole the children with pre-kindergarten experience did 
significantly' better than those without on two of the thirty-two tasks . 
of the DDST. Children without pre-kindergarten perfbrroed significantly 
better than those with pre-kindergarten on fou/of the thirty-two d!)ST 
items. Five of these six ui^." i Ticant differences pertained to notor 
skills. There were no significant differences in social tasks. There ■ 
was one significant dlff(»rcnce in. language skill (defines words). The 
data is sufficient to conclude that the pre-kindergarten progran has 
Dodlfled differences which may have existed between the'two groups during 
the previous year. 



Co^nlllon was furtlicr. measured by using the cognitive section of 
the F.v.H.ston Scrccnlnr. Packet (see Appendix B). The cognitive tasks 
used m the screening were selected according to ^he following criteria: 
(a) Content Sampling--measures of several types of cognitive skill were 
included, namely, classification, symbol discrimination, rote memory, 
and several. types of learning tasks (uncued recall, serial learning, 
and paired associate learning); (b) Predictive Validity-the cognitive 
skills tested were some 'of those on which school^type tasks are 
theoretically based; (c) Basic Ability Versus Experience-a combination^ 
of tasks was selected that would differentiate between levels of "basic 
ability" and "applied ability." Tasks measuring basic ability had 
relatively low depertdence on particular experiences or training, while 
those measuring applied ability had r§latively greater dependence on 
relevant training or experience f and (d) Materials-concrete objects and 
pictures of familiar things were used wherever possible to keep the 
materials relatively experience-free. ^ ^ 

' . The Center staff tested the 1973-74 pre-kindergarten children, 
the children accepted for the 1974-75 pre-kindergarten and a random 
sample of 1974-75 children without pre-kindergarten experience in basic, 
applied or total cognitive abilities. There Were significant differences 
between the children entering the pre-kindergarten in September 1974 and 

those entering kindergarten (see Table 7). The extent to which this 
.is' a function of maturation or pre-kindergarten experience will be 

assesse-d' and analyzed next June, 1975. 

It is' apparent that any dif.ference8 "which may have existed at the 

time children were selected 'for pre-kindergarten last year have been 

modified. The mean scores of each group are reported on Table 7. There 



■! ^\ 



34 



were no significant differences between children entering kindergarten 
without pre-kindergartcn anid those entering with pre-kindergarten. 



TABLE 7 

CCMPARTSON OF COCNITIVE SCORES, ON THE 
EVANSTON SCREENING PACKET 



0 





1974 Kindergarten Cliildren 


1974-75 




With Pre-K 


Without Pre-K • 


Pre-K Children 


Scores 


N=55 


(Control) N=30 


N=57 


Basic 


■ 19.94 


19.20 


13.14** 


Applied 


14.01 


12.83^ 


8.36** 


1 

Total 


33.95 


32.03 


21.50* 
t=2.49* 
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The purpose of the speech and language test was to determine 
whether or not children were communicating adequately* If a child can 
coctounicate his thoughts intelligibly to a listener and can understand 
the coraraunication of^others. then it can be said that his speech and 
language performance is within normal ' limits. A child's communication 

y 

skills were determined briefly by having him/her spontaneously discuss 
particular pictures or answer a set of questions with' a trained listerWr, 
The Same pTctur^and questions' were used for all children. Spontaneous 
speech was most important in that it allows the tester to hear the 
4hild's normal conmunicative abilities and to simultaneously listen to 
and informally evaluate the child's articulation, language, and voice. 
Following the spontaneou8..-pr conversational speech, a set of pictures 
was' presented for naming which allows the tester to evaluate specific 
sounds. When sounds are raisarticulated by the child, the speech 
* clinician stimulates for these sounds—first in isolation and then in 
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words* Tlic clinician models the correct production of the sound, which ' 
the child i* instructed to imitate* 

The screening procedure took approximately three to fi^ie minutes; 
however, on particular borderline children , more time ^ as needed and 
used* 

The children were asscssf^d according to the following categories: 
(11 No errors during the screening procedures; (2) Errors during screen- 
ing procedodj^ sufficient to warrant the administration of further tasks, 
but no probl^ were diagnosed; (3) Errors during screening procedures 
were sufficient to warrant administration oi further tasks, remedial 
speech and language problems were confirmed or further diagnosed. 

There were no significant differences between children with pre- 
kindergarten experience and children without the pre-kindergarten 
experience. There we're significant differences between children enter- 
ing the pre-kindetgarten and children entering kindergarten (see Table 

' ' TABLE 8 

sPEEQi AND Language screening 



Group 



No errors during. 
screening 



Screening errors 
sufficient to war- 
rant further screen- 
iflg; . no problems 
diagnosed 



1974-75 . 
Kindergarten 
With Pre-K 
N=59 ' 



64.4 % 



27.1 X 



Screening errors 
sufficient to war- ^ 
rant further screen- 
ing; problems 
diagnosed or con- 
firmed 

*Davie8 tes^ of significant differences between percentages p/>*'.02 



8.5 7. 



1974-75 
Kindergarten 
Without Pre-K 
N=30 



66. 7 7. 



26.7 % 



6.7 Z . 



1974-75 
Pre-K 
N-57 



AO.O %* 



35.0.Z 



20.0 Z* 
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SECTION 5 
Conclusions and Recoinmendatlons, * 



Conclusions 



Objectives: 



Number 1 To screen and identify pre-school children on- a multi-^ 
dimensionai basis. 

This objective was achieved;>^ The data reveal that all pre- 

kindergarten children were screened on socio-economic, motor, 

cognitive, language, physical and social emotional 

characteristics. < 

Number 2 To create a classroom oavironment which encourages social- 
emotional and cognitive development. ^ 

This objective was achieved. The data reveal that the pre- 
school program was comprehensive; that teaching is consist- 
ent with what is kirown about social-emo't ional and cognitive 
developnient. More specifically, coramuai cat ions were clear 
and mutually understood, choice existed among activities, 
refle'ction upon the worth of activities and clarification of 
thinking were encouraged. ' * ^ . 

'Number 3 To sustain an individualized learning program for each child. 

This obiective was achieved. The data reveal that: (l)v^ 

■ ) 

diagnostic procedures permitteU the staff Co know the status 
• and potentialities of each child, .(2) the home visitation 

program elicited the cooperation of the parents or guardians, 
(3) children were encouraged to make choices according to 

1 ■ ■ . "\ 



ERIC 



their learning style, pace and potentialities" from a variety 

of available material, and (4) staff was alert to frustra- 

tion, aggression or withdrawal ^;?^that the child could rest 

or engage agai,ri in productive activity. $ 
* •> , - 

Number 4 to modify the educational deficiencies of children sMected 
for the pre-kindergarten, 

.This objective was achieved. The DDST data revealed (Tables 

1. through 4, Section 4) that differences which may ^have * 

existed when the pre-kindergarten childre^^ were selected, 

were reduced. There were no significant differences on the 

cognitive section of the Evanston Screeninf^ Packet between 

those children with and those without pre-kindergarten 

experience. ' 

Nymber 5 To provide kindergarten teachers, a comprehensive anecdotal ' 
record of eajh child. ^ 

' This objective was achiev^ST^ A comprehensive anecdotal re- 
. cord for each child was forWarded to the kindergarten 
teacher. ' / ' 

■ ■ ' ^ ^- : 

Staff Questions: 

1 'What are the goala. of the program? ^ ^ ^ 

) ^e goals are both explicit and implicit. The progrim'ob- 

' jectives evaluated in this report are explicit goals of the 
progr^. Various documents given to parents, the -State 
^ Education Department and visitors reinforce the goals of 

individual development and the potential of home and school 
* * cooperation to sustain compensatory educational opportuni- 

ties. , ; 

* 
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Arc the goajs broaaly conceived, yet attainable? 
A program based upon the child's cognitive and social^ 
emotional development Is broadlyJbased'V Th^ DDST scores 
and cognitive scores on the Evanston packet indicate that 
the goals are attainable. 

Is the curriculum established for. the program consistent 
with stated goals? 

Yes. It is abundantly clear that the staff at Hamburg has a 
firm understanding of child development, Basic instruction- 
al skills specified in Tables I and 2 can be readily 
observed. Verbal interactions characterize the skills of 
stages two and three. Together, tea*ching, skills and verbal 
patterns express caring f^cilitative of the individual 
child's development. 

Are the experiences provided challenging yet suitable for ^ 
the age range of the children? 

Yes. The data, 'especially observational and photo materials 

reveal that children actively engage in learning experiences 

Is there variety in instructional method? ^ ^ *-rr- 

Tap^ analyses reveal a concentration of verbal instruction 

on telling, explaining, clarification and questioning. Ob- 

servational data reveal use of additional methods. 

Do the methods of instruction allow for personal exploration 
and freedom? 

The weight of tlfe data reveal that personal exploration and 

freedom are encouraged. ' 

Are the children free from undue pressure? 

Yes. The participant observations and photographic data 

reveal that children' are happily busy. 

* (' 0 4 4 
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8" Are children treated with respect? 

, The audio-tapes and observational data reveal that instruc- 
tion begins with care', and preparation, punctuality, person- 
al greet^ings and inquiries, continue to characterize it. ' 
Inevitable incidences of frustration, withdrawal or 
aggression were generally channeled into productive alter- 
natives. 

9 Is play used to support children's learning? 

Yes. The weight of the evidence collected shows that play 

contributes to children's learning. ..^ — - 

10 Is the program organized to allow for individual differences 
in pace, styleAa^id edacity? ^ 

/ ^ ^Audio-tapes Analyses and observational data reveal that 

planning, orgai\ization and instructional competence were 

^uffiqient, allowing staff to relate to eafch child indivi- 

' dually, encourage him to make his own decisions and 

concentrate on his un^ue talents. The weight of the 

evidence is favorable. 

1-1 How effective is the program in achieving its total range of 
goals? 

Daea pertaining to the five objectives reveal fhat the total 
range of .goals was effectively achieved. 

Discussion and Recommendations 

Children develop at different rates. They are bom with different 
capacities and they come to school with "different cumulative experiences. 
Providing the environment in which development may prosper is complex but 
it is ntore complex to provide the benefits 'necessary for the individual , 
development of many children. Such was the task. Moreover, the 
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children in pre-kindergarten had been selected because, for some reason, 
they had not yet capitalized upon their inborn capacities. Without pre- 
kindergarten experience to enrich their development, the chance for 
failure in the normal course of schooling would be higher. 

Modifying whatever def i'ciencies existed was an objective of the 
program desc^bed in this report. Happily, at the end of the program^ 
the data reveals that pre-kindergarten children were able to engage in 
schooling on an equal footing with their age mates. Furthermore, 
specific program objectives were achieved and the questions asked by the 
staff were affirmed. 

» 

However, the pre-kindergarten staff has taken on a far greater 
responsibility than simply to achieve their objectives and answer theitS. 
questions satisfactorily. They have also asked about improvement* Up 
to this point, judgements have been macje by comparing the performance of 
pre-kindergarten children with their age mates entering kindergarten in 
September 1974. If other judgements are asked, it requires additional 
reflection upon the data. Data reveal that although tlie instructional 
skills logically facilitative of children's learning were, indeed, pre- 
sent the balance among instructional frequencies for optimal development 
may be worth considering. Tables 1 and 2 reveal that the predominant 
Instructional frequencies were telling, explaining, clarifying, and 
questioning. Rather infrequently did the teachers (1) help children 
make choices, (2) -help clarify feelings, and (3) extend experiences into 
art^, music, dance, and drama. 

To the extent that social development is facilitated by inter- 
action between adults and children, then helping children make choices 
and reflect upon their feelings ia a critical need. To the extent that 
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cognition is an active experience, then extending concepts and ideas 
into art, music, dance and drama not only enhances integrative thinking, 
but also provides a variety of ways to perceive and express an idea(G)* 
Another consideration is that some children did not complete the 
program on an equal footing with their age mates. There were those for 
whom the program was unsuccessful (or the evaluation design was insuf- 
ficient, to make judgements). Staff concern for individualized 
instruction obligates them to continue the search for ways to reach these 
children. 

Recommendation 01 : It is recommended that the staff incorporate more 
student goal setting and choice-making in instruction. 

Goal Setting . Goal setting as an instructional experience can be 
accomplished as follows. Each morning a staff member may enter the nasies 
of three or four students on a goal setting card. When these children 
ar^five, he/she is^ asked, ''What would you like to do today?" or ''What 
are you planning to do today?'* The child is encouraged to briefly talk 
about the activity he/she would like to do. If the activity is no*t 
feasible because of other plans, resources, or whatever, the child is 
told this and encouraged to select an alternative. If fielp is needed 
to carry out the ac^vity, agreements are made about who is going to 
assist him/her. At^he end of the day, the child is asked, ''Did you get 
to do what yov4 intended?" "How did it go?" The child's responses are 
recorded on the same card. At the end of the year an analysis of the 
cards should reveal some interesting information about children's 
choices and the progression or differentiation of their decision-maKing. 

Choice-making aroonp activities . During the day, children exhibit- 
ing withdrawing, aggressive or random behavior may be asked to ^oin an 
activity with the teacher, aide or mother. Crafts, blocks, gaoes, and 
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dance ^provide opportunity for sharing a few thoughts and ideas. Upon 

cbapletion of the required activity, choices among subsequent activitiea 

ivay be explored according to thB developmental level of the child. 

Children .with a short attention span and lov frustraU^i level may need 

a calm and coiaforting experience. So asking them, "Would you prefer to 

join me^(or another adult) and read a story or would "you rather listen 

to a record?/' structures and yet facilitates choice-making. A child 

with a longer attention span may wish to explore the different ways an 

ideas that was talked about can be drawn, modeled with clay, or draiaatized, 

RecooK>endation ^2 : It is recommended that the staff increase use of the 
clarifying response in their teaching. ^ 

The clarifying response is a statecsent or question designed so 

that the hearer must sort out his own role, personal feelings and thoughts 

about what he is doing and saying. These questions or statements, as 

exemplified below, are the contenr for a brief teaching encounter of 

thirty to sixty seconds, Thoy stimulate conscious reflection about how 

the child or others 'feel about something; They are neutral questions 

th^t have no right answer, for however nhc cMld responds, it is accepted. 

A repertoire of such questions \^d statenents and their usjjj^x teachers 

provides the child an opportunit)^ to verbalize how he/she feels and how 

'he thinks other feel, thus assisting hin to clarify his -purposes and 



goals < 



I find that interesting, 

That seens like a different approach (idea,. way, thought) , 
How did you feel when that happened? 
Did you consider anything else? 
^ .Was that sonething you choose by yourself? 

Would you really do that or were you just talking? 

Are you saying that , ♦ . (repeat)? 

Have you thought tnuch about that idea (or behavior)? 

(For other c^sponses, see L. Raths/ Teaching, for Va^lues .) 
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Recommendation //3 ; It is recomincnded that the staffs make and use a 
monthly check*list dealing with the emotional needs of children. 

Recorded this checklist would be the frequency and intensity 
of certain behaviors such as withdrawal, aggression, submission, frustra- 
tion, and illness. anHigh frequency or intensity would indicate the need 
for special attention. , 

BEHAVIORAL CHECKLIST ^ 



Name 



Frustration 



'^Withdrawing 



Aggression 



Suboission 



111 



Use key and definition of Dr. L. Raths, Meeting the Needs of Children . 



Three or more students needing particular help could be selected 
(with the assistance of the aide, student intern, or mother) and an in- 
dividual plan could be outlined and implemented. The form pn page 25, 
Meeting the Needs of Cnildren^ may be helpful in this regard. 



Recomr.endat lor 



It is recommended* that activities requiring the^use 



of gross motor skills be increased. 

The data reveal three deficiencies ia gross motor skills among 

the pre-kindergarten children. While space is a serious handicap, acti- 
/ 

vities like rolling, tumbling, falling, bouncing balls and wrestling 

would increase coordinatiort. ' 
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APPENDIX A 

RATIONALE, FOR DESCRIPTIONS OF THE SOCIAL 
AND COGNITIVE INSTRUCIICNAL PROGRAM 



♦ 
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RATIONALE FOR DESCRIPTIONS OF THE SOCIAL 
AND COGNI-flVE INSTRUCTIONAL PROGRAM 



Three procedures were used to obtain a description of the 
instructional program. First». audio-tape recordings were made to ; 
obtain and store a sapiple of verbal interactions. Second, observational 
notes were made to record the ebb and flow of activity. Third, photo- 
graphs were taken to record visual data. These three procedures were 
selected so. .that the evaluation team could focus independently upon the 
merits of the respective procedures. Together they provided a compre- 
hensive way of tiescribing the pre-school program. 

Social Stages and Pre-School Instruction: Erikson's outline of 
the stages o'f social growth is the most complete and systematic 
description of development available. The first two stages he describes 
are called "Trust-Mistrust" and "Autonomy-Shame." Passage through the . 
trust-mistrust stage, generally assigned to the first 18 months of life, . 
occurs during infancy. The infant child interacts first with parents 
and later with brothers and sisters acquiring his first views of himself ^ 
and his world According to the care he receives from others.,. The second 
stage (autonoray-shame) builds upon learnings in the previous stage and 
ends when the Child is approximately three years old. During this 
[)^riod he is (or is not) accustomed tb increasing freedom end opportuni- 
ties for learning. Of particular importance are the cumulative effects 

of the processes of comntuni eating and choosing, both basic processes of 

" i 
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Stages Cmc and Two. They are the processes which progressively affect 
the development of hope and will in the child (see Tables 1 and 2).' To 
knwl^hether or not these processes have resulted dn hopefulness and v 

N^lltpowW, one must look at the child's behavior. His actions will J.n- 
dicate Whether .the desired strengths of hopefulness and willpower are 
developing. Indeed, taken together these actions may even be called 
behavioral indicators, And there are a number of them. A hopeful child 
is alert, rests easily, and vigorously engages objects within his grasp. 
An autonomous child is an Intense explorer, controls his movements, and 
talks a lot. Nor is the child's behavior only indicative of developing 
ego strength; it is .also indicative of a predominate learning preference 
or response modality. That is, the child may prefer visual rather than 
audio learning stimuli and respond in veri)al artistry or respond 

' mechanically to others. To state It somewhat differently— during the 

trust-mistrust stage, the child depends upon his sense perceptions to , 
. receive communications from his envlronnjent . From these ^omunic^ted 
sense perceptions, the child organizes his 'own responses; i.e, , a pre- < 

. dominate pattern of actions that may be characterized as pleasant,, 
engaging, zestful or avoiding, withdrawing, and turning inward^ 

Or consider the second stage when processes of decision-making^ 
or exercising choice lead to willpower ' (T.a'ble i2). , Children's behayio^- 
al patterns related self-expression, experimentation, locomotion, ■ 
holding on and letting go indicate the strength of the developing fwi 11- 
povjer* More specific Indicators of autonomous development are consui:>-' ^ 
mating an Initiated activity and persistence with an interest* Parents 
Influence these i)attems by providing culturally relevant resources and 



personal experiences about which children may make choices. Toys may 
provided so that decisions about their use ensue. Tools en-ich the 
child's opportunity to decide about imitating brother, sister, or parent 
models. Books, records, and paper encourage choices through which the 
child may experience activities in reading, music, and art. Above all, 
in this stage, the conmunicative structures of the p'evioua, stage are 
supplemented by choosing objects and/or activities and symbolically at- 
taching meaning and language. 



TABLE 1 

TRUST-MISTRUST 
(Age 0-18 Months) 





De velopmental 


parent 




Ego 




^ Response 


^-Family 


Instructional 


Process . ^ 


Modalities 


Influences 


Skill 


Strength 


Communlca- . 


Getting 


Consistency 


Preparing 


Hope 


tions 


Focusing 


Continuity 


Punctuality 




(sense 


Taking 


Preparedness 


Eye Contact 




percep- 


Appropri- 


Punctuality 


Telling 




tions) 


ating 


Eye Contact 


Comforting 






Receiving 


Telling 
Touching 


Showing how 
Pratsing 


\ 




Praise - 


Explaining 






Smiling 


Consistency 
Continuity 
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AUTONOMY-SHAME 
(Age 18-36 Months) 



Process 



Decision- 
Making 
(Choice) 



De ve lo p men t a 1 

Response 

Modalities 



Holding on 
Letting go 
Locomotion 
Self- 
expression 
Experiment a- 
tt^ 

Consummating 
Persisting 
At tending 



Parent 
(Peer) 
Influences 



Instructional 
Skill 



Organizing 


Organizing 


^ Time 


Time 


Space 


Space 


Resources 


Resources 


Technology 


Activity 


Tools 


Dance 


Humanities 


Art 


Dance 


Music 


Art 


Drama 


Music 


Rules 


Rules 


Creating 




choices 


• 


Using chil- 




dren* 8 ideas 



Ego 

Strength 



Thus, for each stage of ego development we may describe a primaxr 

prXs that leads to development of the strength particular to that 

stage; specific behaviors, which indicate the process; and children's 

learning preferences or modalities which facilitate acquiring the de- ' 

sired strength. Logically, such an outline suggests the need, as a next 

siep. for expanding family aid environmental influences into instruction 

al G.kills that sustain student learning preferences or modalities for 

developing the strengths of each stage. The teaching transcripts were 

coded according to the use -of such instructional skills associated with 

stage development. Frequency of use of these skills provided a partial 

( 

description of the Instructional program. 

Instructional skills and patterns that will facilitate , acquiring 
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the strengths of the various stages are identified in Column 4 (see 

( N 

Tables 1, 2, and 3). Consider again .the first two stages and their 

respective' processes* For example, trust-mistrust is resolved construc- 

^ ■> 

^^vely by consistency, continuity, preparedness, and punctualiJtj^^^J^ 
the Infant level these terms pertain to washing, feeding, clothing, 
singing^ and other stimulating actions, to regularly meet the .child's 




basic needs. As stated, the child's sense perception's of seeing 
smelling,' hearing, and feeling organize and interpret the above actions 
into a predisposition that the world is or is not a hopeful place, Hope 
enables the child to use his psychic energy or attention on further 
learning rather than simple survival needs. Serious discontinuity i 
the above patterns makes it difficult, if not impossible for the chill 
to organize his perception in a hopefu^manner , and his view of the 
world is mistrustful or hopeless^. The pbint ,of all of this is that 
teacher^ must be skillful in the actions that communicate trust and hope 
in the cl^ssrpom.. Why? Because those who come to school with a high 
degree of hope are ready for the consistency and continuity in action 
needed for school tasks. But those who have a low d^ree of hope or are 
mistrustful must have a primary relationship with adults that includes 
touching, lap sitting, stoxry telling, listening, role-playing and as- 
sociated activities of stage one before they >*a^ view school as a hope-' 
ful place and can use their psychic energy for further learning. 
Instructional skill is required not only to sustain school tasks per^ 
taining to the industry stage (four- to six-year-olds), but also to 
^ recapitulate the primary processes of all past stages in a school setting. 

To^ achieve this, basic communication skills are required; i.e,, 

vl * 



TABLE 3 ' 
DEVKLOPMENTAL SOCIAJ- STAGES 



Developmental Varcnt 
^ . Response —Family Instructional Ego , 

Stage Processes Modalities Influences Skill 



Streriigths 



Inlti-^ 
ative 
Guilt 
3-6 years 



Reflect- 
ing 



Planning 

Attacking 

Enterprising 

intruding 

Including 



Roles 
(Expect- 
ations) 
Activity 
, Authority 

^Af^ct 
Deference 
Praise 
Variety 
Spectf^lc 



Role-Pla]jing 
Teaching 

roles^ 
Practicing 
Perfecting 
Appreciating 
Clarifi^ing 

idSas 

feelings 
Ordering 
Redirecti^'g 
Praising 
Specifying 



Purpose 

0 



Industry ^Making 
Inferior- 
ity 

A-12 years 



1. 



/ 

Identity Interrt- 
Role alizlng 
Confusion 
11-17 years 



Technical 

Knowing 
Implicit 
Explicit 

Systematic 



Sameness 
Idiology 
Work ^ 



Occupa- 
tion 

Role-set^ 
Community 
Involving 
Valuing 



Subject 
Matter 
Procedures 
Processing 
Diagnosing 
Questioning 
Classifying 
Generalizing 
Craftmanship 
Mixing think- 
ing and feel-^ 
ing 



Coin>etence 



\ 



Pluralism Abstract^ing 
Commitment Conceptual- 
Disciple- izing 

ship Inquiring 
Courage Verifying 
Evaluating 



Fidelity 
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communications must be shared. Each must understand vhat the other has 
said arf^ meant. Moreover, it is the teacher's respousi^iiitty t.o be pre- 
pared, punctual, consistent, and provide continuity in direction and ^ 
purpose. If the teacher's instruction includes telling, praising^ ex- 
plaining, smiling, and showing' how, all wi^ enthusiasm, the child may 
organize his view of school In-a hopeful manner. Without instruction 
that includes these patterns and the actions above, the child who has 
not successfully mastered the trust-mistrust stage, is stlsll at sea* 

. Familiarity with and use of rather specific processes related to 
each stage are necessary to create ah instructional program. Emphasis 
was just placed upon communication skills as the basic process of Stage 
One resulting in hope. The basic process for Stage Two is decision- 
making leading to wlllpower^/^his means teachers must develop skill in 
provid^g learning alternatives so children may make choicer. Choice 
in leaml;n^ ^activities , length of time to corafplete a* tasl^, tools," place 
to work and the rules for work can ^e planned to accommodate differ- 
ences in children's learning rates, preferences, and capacities. In the 
pre-school communications Include complete sentences, choosing among 
activities, reflecting upon the feelings students' experienced, and re- 
lating outcomes to subject matter. JCrt the later years ^hese processes 
continue; communication remains necessary to share teacher-pupil frames 
of reference; choice among activi^es continues and generally pertains 
Jto subject-matter content. ' 

As schooling continues, development builds upon the differenti- 
ated and increasingly complex processes of each stage. Communication 
of the trus.t-mistruM stage begins with sense perceptions and proceeds 
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.to an elaborate code of shared verbal '^d^non-verbal messages. Decision- 
making of the. autonomy-shame stage begins when physical development 
permits ^orae freedom->and varied adtlvity is possible It finally ^in- . 
cXudes-^exetcisirig. the extensive freedom available to adults. Reflection 
of the initiative stage is the process of accommodating wants and con- ^ 
sequences. Reflection, or the capacity to share feelings, is foundation- 
al to a life of purpose 'and ^direct ion. In the industry stage, making 
includes the process of imitating family and^peer activities. Later, 
it may include control of subject matter, disciplines or technologies. 
Each process builds upon and adds to processes of the previous stages. 
For example, reflecting includes communicating the worth or consequences 
of acts and decisions.. The industry process 6f making includes deciding 
to initiate and reflecting upon the degree of competence ^chieved. In 
this manner each stage is -cumulative. Neglect of any process renders 
the associated strength incomplete. Incomplete strengths are accentuated 
with age as differentiated capacities are needed. If the strengths 
•relevant to each process are not developed, a considerable proportion of 
future development alsomay be arrested. The teachers willingness to 
conceptualize and sequence each process is necessary so that a child 
develops the strength In his own time. ^ 

Cognit^ive Stages and Pre-School Instrueticfei = 
Erikson's concept of social development in children is complemented 
by Piagefs view of cognitive development. Whereas one theorist fias con- 
cerned himself with Interpersonal processes, the relating of self to 
self and others, the other has explored the emergence of mental struc- 
tures, for impersonal verification or denial. 
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As noted, knowledpe of the duvGlopmenL^l stages of social growth 
.is helpful for sequencing instructional interactions, allowing teachers^ 
to predict the ego building effect of» communications , chbice making, re- 
flecting and doing. Teachers may plan instruction with due -regard for 
the child's social development and his particular learning modalities. 
However, while Social stage analysis brings considerable order to the 
interpersonal 'aspects bf instruction, it lacks clarity and power for con- 
ceptualizing and sequencing cognitive processes. 

Piaget conceptualizes four stages in cognitive development and 
the sequence in which they occur. Like Erikson, he builds upon a 
genetic-culture principle— the developing individual proceeds through 
stages in an invariant order. Individuals, in interaction with their 
environment, develop mental schema through assimilation, accoiaaodation, 
and equilibration, actions which occur in irfteraction and organize sense 
perceptions into structures of mental schema. More simply put, through 
active experience, mental structures of reality are created and called 
upon to deal with similar events. These differentiated structures per- 
tain to causality, symbolism, knowing systems, and ideological systems. 
In order words, the stages of cognition may be viewed as a sequence in 
which the egocentric child acquires and verifies the order in the uni- 
verse with respect to: 

1. self as object and causality (sensorimotor stage)." 

p 

2. self aa person in a symbolic social system (preoperational 
stage) 

3. self aa perceiver .of knowing Bysteme (concrete operational 
stage) 



A. self as conceptualizer in a world of pluralistic ideologies 
(formal operational stagej 

The meJital schemas of structure which Piaget postulates are de- 
veloped through continuous interaction between the child and his 
environment (object f'^parent, others). The child actively and selectively 
assimilates mental strucpures of reality. These inental structures (as- 
similations) are the result of encountering the environment. The nursing 
infant may exhibit a simplistic "sucking" schema while the older child 
may grasp the bottle, focus his eyes on it and move his nouth vigorously, 
providing evidence of assimilation. In the attempt to assimilate or act 
upon the environment, changes in the assimilating structures are forced. 
The child encounters objects or forces that are too big, don't, fit, make 
noise, respond differently, don't respond, and create exceptions to his 
earlier learned* schemas. In these instances the realities of the ^^""^ 
vironroent force accomodation. Experience or existing schemas are denied 
by reality, as, for example, when a gas filled balloon doesn't fall to 
the floor when released. Such an experience must be thought through 
(accommodated) and thus it contributes toward new and more elaborate 
schemas or structures for dealing with the world. 

The first' stage is the sensorimotor stage common to the first two 

J 

years^of life. Activity is the process that characterizes the sensori-- « 
motor stage. Beginning with reflexes to touch, sound or temperature, 
the infanct encounters a variety of stimuli from objects or others which 
intrude upon his vision, grasp ^or person. The child's responses become 
more elaborate as he learns that objects can be viewed, handled or mani-- 
pulated. Awareness grows that certain objects do rather specific things^ 
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Sotne objects roo-ye , others feed ne and another nay be soft and warn. Re- 
sponse to these objects includes basic attentiveness and grasping. 
Adaption is a nwre dif f erent«i'ated response involving eye and hand co- 
ordination. - It is basic to intentional responses requiring coordination 

3nd control. Rattles can be shook or fihrcwn; nobiles ,can be patched or 

— . 

^it; both actions display intentionality . 

Transactional responses are evident when a child is aware that 
objects cause events. Mother picks ce up, blankets are comforting and 
the playpen or fence rstrains ce. ' Tne transactional response also in- 
eludes object constancy, that-ie, objecrs out of sight still exipf- Tne 
cost differentiated response cf the sensdriziotor stage is representation- 
al. Objects can represent other obiects or persons. RspreseatatioTial 
responses signal the beginnings of s>T±olic relationships. 

The aforenentioned sensorinotor Activities characterize cognitive 
schena or mental structures of reality that continue to be assinilated 
and verified. If aspects of reality don't ti^j or natch with present 
schema, accombodation occurs. 

During the sensorimotor stage, the prirnary 'i^f i^^^^es en the child 
are parents and fanily, just as they are iu the development of hopefulness. 
But it was suggested in the earlier discussion, and can be reenphasized 
here, that teachers must be familiar with the processes leading to' the 
desired outcome of each stage. For if a child's development at one of 
• the early stages is inconplete, the teacher must, in effect, back up and 
use the teaching skills derived from the processes of the incoinpiete 
stage in order that the stage strength or goal may be reached. , 

In school, teachers may promote development by providing 
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TABLE 4 

SENSOPI^ttTOR STAGE 
(Age 0-2 Year&) 



Process 



Parental 

Developmental — Fainily Instructional Cognitive 

Actions > Influences Skill Strength 



Activity Reflexes Orchestrated- Orchestration Causality 

flcciviLy . Self-Objects 



Reflexes 


i\ ^ ^ ^ €^ ^ 1^ ^ ^ ^ ^V^B 

ur cnc2 trai-cQ^ 


Orrhefl trat ioci 


respcnsive- 


Lar^ 




*ness to 


nan c l xii ^ 




touch 


reeding 




Sense-Per- 


Changing 




ceptions 


liol n ing 


y 


responsive- 


Rest 




ness to 






si^ht 


rat te rneQ-" 




sound 


I r* ti e r V e n t i on 




taste 


f OOQ 


Rene ti t ion 


snell 


bath 


regularities 


Anticipation 


clothing 


patterned 


attention 


'handling 


«» 


interest 






Adaptation 


Freedofa 


Variation 


space 


security 


differenti- 


eye-hand 


novenen t 


ation 


Intention 


safety 


Thematic 


coordination 






control 


Responsiveness 


Causality- 


Transactions 


of environ- 


. Questioning 


other causes 


n>ent 




object con- 


Space-rcovement 




stancy 


Variety of 


Roles 


Representation 


cultural 




Intervention 


objects 





Alternatives 



experiences that are patterned, orchestrated," repetitious, thecatir, and 
S!if ficiently differentiated to. acconmodate individual potentialities (see 
coluTiii 4, Table 4). Patterned action provides a way for children to nake 
predictions which is necessary tp understand causality. Orchestration co- 
ordinates the capacities of individuals vhile creating unity and relevance 
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among acti /itics. Repetition creates habitual action. Themes enable the 
child to perceive And experience continuity and variation^ Finally, dif- 
ferentiation allows for individual differences in rate and capacity. If ^ 
teachers use these skills and/or learning experiences with^t^hese 
qualities, children viU develop a f inner understanding of cause and 
effect relationships. 

The second stage is. the preoperational stage whea emergence and 
use of language permits the potentialities of symbolic representation. 
Sei^rimotor actions can be represented by language nor. and verbal syriols 
a^e attached permanently to objects and ideas. In this stage accotinoda'- 
tion and assinilation take on new characteristics. Assimilation 
incorporates symbolic play, creative imagination and-constructional games. 
Words are sufficient to label objects and events. Accommodation involves 
more representation imita*4<«j^ar.d reproductive imagination. Symbolic 
schema, such as "doggie," are often attached to similar animals such as 

J 

cats or goat.s, Uter, the child reorders or accommodates into new schema. 

objects or information that is not affirmed. Accommodating actioas re- 

ve.-il imitatior. as the child "act^ out" things such as a falling tower 

when he collapses to the floor. Copying activity previously seen ox 

described displays accommodation. 

So it is during this stage that action and language are merged. 

Language is used to label features (classification); sequence operations 
(ordering); and internalize rules and behavior (socialization). Deyelop- 

n•en^ally the child' profits from a responsive environment that engages his 
interiorizsd intelligence of accumulating schema, as well as one that 
supplies events amenable to imitation. Objects that encourage 
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assi^llatlo. »a, be fWllar= toys, blocks. s»ucks, sand tables, water, 
creative use of these materials is infinite. Dress-ups, painting, tele- 
phones/ towers, kitchens and workshops enable the child to itaitate. re- 
produce and cultivate his imagination. 



Process 



Symbolic 
Language 



TABLE 5 

PREOPERATIONAL STAGE 
(Age 18-36 Months) 




Developmental 
Actions 



Parental 
— Family 
,^^nf luences 



Instructional 
Skill 



Cognitive 
Structures 



Language 
Egocentric 
Socialized 



Representation 
al 

play 

Socialization 



Classifica- 
tion 

Attributes 

Centraliza- 
tion 

elemental 

Serial order- 
ing 

Rules 
Logical 

Conservation 
number 



V 

Role Activity 
Reading 
Telling 
Listening 
Play 
Toys 

Cultural 
Objects & 
Ideas as means 
of expression 

records 

drawing 
materials 

singing 

dancing 

tools 

Organization 
of 
time 
space 
resources 



Organizational Self— others 
Using student Socializatioa 

ideas 



Tellingj 

Explaining 

Varying con- 
- cept 

level down 

Involving 

Redirection 

Extending 
concepts in 
humanities 
drama 
art 
music 
dance 

Observing 

Elemental cen- 
tering 
Describing 
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*The instructional skills associated with the preoperational stage 
elicit and sustain language development. It is necessary to organize 
the room to facilitate afid encourage creativeness and imitation in play 
and language" use. Using student ideas, telling, explaining, varying 
concepts and extending concepts via art, music, dance and drama are basic 
for creating complete programs, of language development. Such m W?thach 
enables the teacher to assess and provide a variety of learning aa:i- 
vities that children can' participate in according to their respective 

rate and capacity. 

Cognitive stages, like social stages, are subject to the infinite 
permutation?. of experience (see Tables A ^nd 5). The interworkings of 
macuration, physical experience and social interactions are endless. 
Yet the processes of cognitive stages are also invariant, and the right 
class of experience at the right time determines the outcome of a stage. 
Furthermore, emergence of the next stage opens up new potentialities, 
which, ready' or not, ensue. If the child has had sufficiently differ- 
entiated and integrated experiences, he finds an equilibrium in which his 
potentialities are realized, and he moves to the next stage with zest, 
enthusiasm, and preparedness. If not, he proceeds with incomplete 
structures. 
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TABLE 6 

Concrete operational stage 

(Age 6-12) 







Parental 






Developmental 


—Family 


Instructional Cognitive 


Processes 


Actions 


Influence 


Skill Structures 


Knowing 


Decentering 


Rules or Ex- 


Two level Knowing 




pectations 


language systems 


>- 


Transforma- 


about: 


(Discipline 




tions 


tools 


Varying 




States 


water 


Concept 




changes 


objects 


level u^ 






dressing 






Coordination 


toys 


Demonstrating 




of variables 










Interactions 


Showing How 




Reversibility 


about: 








play 


Using maniptila- 




Conservation 


language 


tives 




mass 


pets 




- 


area 




Models 




weight 


Practice 


Project-goal 




volume 








Perfecting 


setting 




Concrete Prob. 








classifica- 


Thinking- 


Conceptually 




tion 


Actions 


comprehend the • 




ordering 


Patterns 


sequence of 




logical oper. 




a. internalized 




V 


Questions 


act i on 




Generaliza- 


b. reversibility 




tions from 


Openness 


c. conservation & 




concrete 




in variance 






Closednesa 


d. relatedness to 




Social inter- 




system of know. 




action 












Consolidate ^ 




Verification 








or denial 








Inductive f 
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APPENDIX »B 
EVANSTON COGNITIVE SCREENING PACKET 



V 



ERIC 



9^- • •) '< <:] .) 



1) 

o to 
• 



0) 

to 
to z 
C 



<3 rH 



o 



to 

O U U Q) 



O 
iJ 

o 

3 

o 
>. 

o 

w 

o 
u 



O rH 

to QJ 
Q) M 
M 

O -H 
^ D 

to 

o r 

P4 



M 
3 
u 

o 

O- • OJ 
rH rH C 

to rJ O 

a B 0 



to u 
U H 

to 

0 

jC V) 

c 

5 o 
o o 

r w 



Q) u 

V) QJ 
U 

0) o 

a: u 

u 

C 

o 

to O4 



-iH 

<N4 U 



Q) 
O QJ 

5 



o o • K 

•H to QJ (U 

u 

o 



V) 

o 

^rH 



U U 
OJ o 
^3 ^ 



o 

C CO 
•H 
O 

0 ^ 

Z 0) 

^ s 



O jC 



o 

to 

w t 

0) 

M 

3 •• 

u 0 

O 0) 



O Q) 

0) u 

U fH 

c 

o to 



o 

U O 

o 
o 

u 

60 

c 

3 V) 



S rH 



U3 M 



O S 



c 

QJ O 
U iA 
U u 

3 V) 

o 

M ' 
O >> 

to o 

OJ 0 



U Q) 
V) 

O ^ 

a 3 

>: o 
to 

S O 

O 3 
O XI 
60 



cn CO s 



0) 

XJ 
o 

3 U 

o a to 



I 



0) >> 

e q M 

(0 H 
o u 



to 



V) 



3 
O 



OJ CM 



3 

O rH 
rH 
3 

O M 
o 

60 O 

•H O 

O 

0) 
u 

UH 



0 

to 



z c 
• o 

CO 

•H to 
0) 



x: 
u 

u 
0) to 



G 

O >^ 
(/) iH 
rH 
3 3 
O ^ 



CO u 

u 

r3 H jC 
(0 u 

• (U 3 

U 



0 


m 




§ 


to 






-iH 






0 


u 


0 




U CM 






<0 


u 






V) 








<n 


Q) • 






cu 


3 


c 


> H 


0 






0 


0 


to 


4J 


> 





U •» QJ O 

X4 O U 
to CO Oi 

o o 
0-2; r 



60^ 

c o 

60 = 

0 

» • 

O 

o 

C rH 
rH 
m nJ 

o 

0) 0) 
0 

to 

c ^ 

S 0) 

V) 

Q) 

(0 W 
CO Oi 



QJ O 

B M 

0) O 0) 

QJ 

> U 

OJ tH 0) 

X) W) > 

E O 

B -H 

0) 

M V) • 

U 0) 

O O U 

U 0) <0 

u C 

So 0) 

^ CO 



o 

4J 



u 

0) 
XI 
0 
0) 
0 

a 

M 

3 ♦ 

O 

>> M 

a 

60 w 

d 0) 

•H o 



1 

a 

n 

y 

u 

3 

>^ o 
to >^ 

rH 

o 

O jC' 
U (0 

60 U 

c - 

o o 

60 ^ 
Q) M 

u 

Q) 0 

O (0 

JC 
* u 

O u 
O 3 
60 X 

C 

(0 to 



I 

U-l 

o n 
u 

u 

>. ^ 

rH O 
rH O. 

Pi 

'■J 
>^ 

O • 

^ G 
w u 

V) 

^ M 

rH a 
X 
3 0 

o a 
0 

10 o 
u 

rj 

0 TD 

O C 
(0 to 

0) 

to c 
« o 



o 

'A 
3 
O 

r3 • 
u O 

n M 
u • 

-3 o 
o ' v) 
c * 

> Cu 

-r-i a, 

60 n 

jc 

to 

d rH 

•»H a 

M C 
O 

>.rH 
CO 

CO s: 



• c 

u 

El >^ 

0 

o r 
3 r 

O €v. 
V3 rH 

O u 

jC 

jC z 
u 

60 
rH C 
rH ^ 

to 

(0 

0 



o 

• u 

a 

• u 

o 

w o 

4J 09 



O 



fH 

n 

X o 
0) M 

/ 



6q 
c 

E 

to 

0) 
»-3 



rH M . 

•tH O W 

O 

rH O 
rH rH 
•H CO ^ 

x: o o 

3 V) 

c: o 



/ 







CU 


0 


Q) 






u 


>^ 


u-l 


CO 


rH 


0 


M 


(0 




u 


3 


rH 


U) 


0 


rH 


C 




to 


0 




U 


0 


0) 


Q) 


0) 


u 






cu 


• 



















rH Ui 

H O • 

rH U 

TD rH O 

rH CO a 



a a 

3 w 

o a 
c 

3 cu 



0) >^ 

iJ rH 

n m 

u 3 

75 O 

0 Q) 

0) M 
P. 



' i« 0 ^ 



1 



U 

O 0) 

H 



• • 4) 

O .Q 

• E O 

M 

QJ 'a o« 

0 rH 
•H C 

i> H 
u • 

m c 

QJ QJ QJ 

B 
Q) 
U 



M M O 
O O 

U -H O 
M 

or * Qj 

g Qj u 



c 
o 

G 
O 
w 

o 



PL4 



V) 
3 

4J 

o 

(U 4J 



M 4J 
(U 4J 

> w 



o 

O 13 
O 

o 



00 

C 5 
•H 

O QJ 
00 6 
O 

0 



m o 
u 



• o 

en o 

3 rH 



a 



00 a 
c o 

5s O 13 
(d O Q 
CO iH W 



O OJ 



13 

u (d 

00 

c o 



4J d 



(d 

o 

•H O 
M-i rH 

(d >> 

00 4J 

<d 

M o 
3 P 
o r 
o 

5 . 

r 13 

e 

o 

O 4J U 



0) 

(d 4J 

if) c 

O 

M -rl 

M D 
O 

O <U 

C M 

•H - 



13 C 

O -H 

o td 

00 00 

s td 

cd o 

u) o 



u 

P QJ 
00 ID 
U 

QJ O 

t1 

O C 
QJ 

•f > 
fj 00 



13 

c) (d 
(d o 



w 

ID 

u 

(d 

o 

u 

n QJ 
w 

^ 4J 
4J 

M 

^ O 
O M-l 
O 

H W 

(U 

4J (/) 



4J 4J H 



C 
>> -H 
rH O 

O » 
(d 

X • 

0) 

^ C 
o o 
o o. 

rH 0) 



(U O 

U U) 

u 

o ^ 

M 4J 

3 

r o 

CO r 



(U u 



o ^ 

O JC 



3^ 



<u a 

B CD 

# o 

jc a 
a 

(d 4J 
<u o 
c 

00 

^ p 
(d • 

4J 

13 dj 

a (u 

(d UH' 

O4UH 



(d Qj 
*oo«H :j 

(d ^ M 

3 rH' X> 

o (d a 
o 



(d 0)1 (/) 



5 
o 



o ^ 

00 4J 

O QJ C 

00^ (d 
4J 

Q <U •» 

- 00 >> 

M O rH 



B -H 

cd x: 
c u 

• a 

^ o 

u 

-£ 

CO 



3 

o ^ 
00 o 
u 

u) «d 
00 o 



U U 
O 

03 O 

U) (f) 

(d 3 
cd 

u o 

c o 

(U Xi 
U) 

U (U 

o*^ 
r 4J 

^ <u 
00 
<u o 

rH iJ 

S o 

TO 00 
X 

00 

u c 

O -H 



• O 

QJ U 

o ^ 



r: rj 
o ^ 



d 
d M 



(d rj 
tH • w 

a u 

V d) 
U ' 
<D 
U 



f3 



o 
a 

3 

o ^ 



o 
d 



4J <P1 C 

or <u f"* 
00 • 5 
d d 

> cd o 
cd oojc 

^ Cd 

(U 

M <U rH 

O U) fd 

. c ^ Tl 

U) <U 4J U) o 

13 -H <U - , <U 

to u 

O GJ U) 



U) 
13 



d M 

<U MH 



in 



O 

00 X 
O 

w ^ 

.00 
d d 

•H O 
^ "H 
4J iJ 



<u o o <u 

rH J2 cd :Z C 

cd u ^ i o 

•H 

o ^M* e X 0) 

<U O O O -H 

CO (U 4J 4J 

Q ' 4J 

<U O 0) OT 

H CO 3 (u 5 

cd r (XH > 



cd d) 
w d" 
o 

u ^ 

O 4J 

<U X 

u o 

M c 

o ^ 
o 

d w 



3 

r o 

13 cd 

o 

o n 

00 o 



. c 



PL4 



o o 



'n 

3 M 

'J ^ 



o 

r -a u 

• d H 

a 

to d en 

o o 

U) tH 3 

r3 u 

H O 

O -H 

M Cm 

M e 

3 o 

AJ in 

M 3 
cj o« o 

^ o 

e in 

d >-< o 
o 

• to 

to d 

• ' C 

O O 

r d 00 

» c3 0 
cd . M 

to 4J M 



O 
'J 

V4 

u 
o 

o o 

U rH 

O 

O 00 

u >^ 

o ^ 
O ^ M 
4J H 



c • 
o • 

PL4 O 



5 O 4J 

O D -J 

in ^ ^ 



'd 



o 

CO o 



o o 
00 in 
3 

4J Cd 

cd u 



V 





0 






rH 


u 






rH 


cd 






•H 


d 


1 








in 


cn 


13 






rH 


rH 


M 




0 


•H 


t) 






JC 


in 


4J 


a 


u 


•H 








13 


in 


in 






3 






2 


in 


rH 


d 




M 


Cd 


0 




QJ 


d 


•H 


>^ 


> 


0 


4J 


u 








•H 


rH 


73 


d 


rH 


c;3 


d 




•H 


U 


QJ 






•H 


a 






4J 








d 


13 


U 


QJ 


QJ 




in 


IJ 


13 


0 


•H 


Cd 


•H 




P 


u 




4J 




u 


d 




rH 


in 


QJ 


13 


0 


Qon 


QJ 


QJ 


t 

CO 


dec 


QJ 0 
MH 



or 
d 

d 

cd 

QJ 
QJ 

Cd 

•H 

O 
O 

in 
in 
< 
I 

.QJ 
•H 

Cd 



ERIC 



XX 

i! n 9 



I 



H 

M 

7: 



P5 
O 

CO 

o 

M 







4iJ 






0 


<D 








* JO 


M 


jO 






W 


♦H 








<D <D 


*V 


\^ 






U M 




<D 






n >> 


§ 






1 












r- 1 




00 






0* 4J 




Q 










1 1 
















I/) 










0 3 


0 


OU 






5 0 








ro 

2 






1 1 






(1) 


(1) 






d) 










4J 










■H 


4J Li 










I/) 




Q 




4J 


0 d) 


C 


•> 




I/) 


iJ ^ 








d) 


Li M 


u) 
















r* 
w 




M 


4^ 




LI 




r1 

*\J 
















10 


CO 








{-» 
Ui 


0 


4J 






Q 


(/) Li 


10 






■H 


<U 


1^ 




4J 


4J 








0^ 


a 


•H CO 








d) 


r-l 


U 






M 


d 0 






d) 


M 




0 




M 


0 


M 4J 




>> 




a 


(1) 










(1) 


(1) 


I/) 


d) 


d) 


I/) 










M (1) 
0 JC C 


4J 


(»' 

e 


4J 





o >> 



4J 
C LJ 

d) 

d) O 
M (0 



d) 

I/) AJ 

:5 ^ 

a o 

d) p 



04 M ^ « 



xxl 



g 

i-1 

.-5 
O 

U4 



H 

to 
O 



o 



O 

o 

PL4 



o 




^0 
CM 



M 


4J 


a 


0) 




•H 


a 


M 


u 


& 




CO 


T> 


o 


c 


CO 


(U 


o 






4J 








o 


0) 










0) 






u 


M 


o 




c 


CO 


H 


cn 


o 






•H 










0) 


PQ 




'O 


u 






fH 








•H 




o 






e 






u 


o 




or 




U-l 


u 


u 


o 


u 


o 


CO 


CO 


<D 


u 











w 

O 4J 

fH O 

0) U 
> 

rH > 
•H 

U 4J 

•H d 

W rH 

d 0) 

0) 0) 
Q ^ 



0) V-i 

u u 

C W 

0) -H 

0) 



c 

C 

M 
4J 



CO I 



CO 0) 

0) H 
H 0) 

0) o 

U U 



o ^ 

W 0) w 
0) 

M tn d 
(ti M a 

CU 4J CO 



IM O 

o u w 



u) a) 

W) H 
to 

w 

0) 

o 
u 

o tn D 
iH tn 
0) a 
> o o 



w • 

CO 

to iH 
C iH 



VO CN <J' VO <J' 



0) 



W C 

u O 

00 U 

C 0) 4J 



00 
C 



00 a< 



o 
u 
o 



U 



nJ iH -H 



(0 

0) 1 

c 
• o 

U -H 
O AJ 

u 



P rH <; -H 



&2 



I ^ 

u (n 

•H nJ 

d iH 

fX4 U 



H <n m >o 



cn 
c 
o 
a 
w 

0) 
M 

iJ 
O 

M 
M 
O 

a 



-1 



15 
0) 



O 

u 



CO 
0) 

00 
•H 

0) 

. a 
u 

•H 

o 



c 

u 

^ (U • 

u 13: 0) 



5 



• o 

M o 



o 

u ^ 



0) 

u 

0). 



e 

0) B 

0) c 
u 

•H M 13 



o 



Csl 



.J 



P 
W 
M 



o 
u 



<J' CM 



to 
c 



00 
u 

u 



00 

c 

•H 

ecn 

u 

0) o 



iH 

M a 
CO p3 



c 
o 



f1 

•H cn 
6 4a 



> 



P 0) -H 



0) CO 
M iH 



CM m 



xxii 



ERIC 



<i A 7 1 



Ji 
6 

1-4 
1-4 
O 
Pm 

O 
M 
H 
CO 

O 

o 
< 



o 

Pm 
M 



I 

u) 

d (U 

(U iH 
TI 

d 

O iH 
U O 
O 

w 
I 

(U (U 
W M 
3 CU 



C 

o 



I 

o 



60 O 
U 



w 
o 

6 



0) (0 00 



in 

CM 



0) 



o 
u 

0) 



0) 
M 
O 

o 



TJ 



a 

u 
u 
w 



CP 



w 
w 

0) 0) 

u 

0) 0) 



< < 



c 

o 



M 
Q 

PQ 0 



o 

H 

6C 
P3 
M 



• 



CD 

a ' 
o 

O 
CJ 
CO 



o 
o 

•H 

en 

a 

o 

(U 

O 4J 

-s 

1:5 M 



(U 

cn 
c: 
o 

(n 

0) 
M 



u 



o 

M 





















rH rH 






•H 4J 






JC O 


U (0 




O Q) 


•H w 






O 






^ iH 




^ o 


O CJ 




*J o 


4J 4J 




CO (0 


u o 




M 


(U 0) 




^ o 


M M 






M M 






0 0 

u u 




QJ >^ 
























O U 




• 






o 


65 


6-6 


ti 



in 



ERIC 



r.vANS'lON (.(k;niiivi. scki.ininc i»a('Ki:t 



no 



Ti>{ M I Tf^ri i'« t 



Tornl ; 



^ ^ A Role ('onnt^ti))^ D Snmo 

D RMcnll-obJcctQ n TjC 

Ji A Rccall-worda \ A RR 



. A Applied 

i> Aoooc* Lrn;^. 
B CI.— Choice 
A Cl. —Verbal- 



gortnl I o u-nln;;, (check if correct) 

3-blrd 

2-6qulrrel 

' 4-fish 

l*inonkey 

Roto Coimttty;. (circle highest cqt.) 

X)--l 2-3 k 5-6 7 8 9 10—10+ 

0 12 3 4 point* 

(write order in which remembered) 



Intrualona J 



^^^^ sponge 
gum 

pencil 

. coab 
ball 



Fr«>c Rronll for Words 

(write order in which remembered)* 



allk 

nickel 

hnppy 

flhoe 

red 

house 

red 

happy 

milk 

shoe 

house 

nickel 



Trial X Intrusions ^ 



Trial 2 Intruaionas 



omenta • 



5. S^nbpl Dlacrlnlr^i tlon (circle reaponae; 
, correct one la underlined) 



syrobol 

t 



ronpon'.a 


dtscrl-a. type 


1. S 


D 


P-R 


2. S 


D 


BC 


3. 


D 


DC 


4. S 


D 


Saae 


S. S 


D 


PJl 


6. S 


D 


BC 


7. S 


D 


Saae 


8. S 


D 


PJl 


9. S 


D 


RR 


10. S 


D 


BC 



o 



6» AsooclQtlon Learning (check correct palrO 



S 

mirror 

clock 

oclosora 

inatches 

button 

bandnld 



R 

toothbrush 

balloon ' 

ring 

key 

apoon 

bow 



7. ClARBlflcatlon Skill 

(check if cqt. choice; check if cqt* classify) 

choice plaaaif 

..^..^ ^^.^^ clothing 
— ~ — — ^^^^ (fruit) 

^ . tranaportation 
' furniture 



f ruatratlon 1-low 2-uilld 
Diatractabilityl-low 2-calld 
Task attention .3-hlgh 2-taild 
Task tcrtninatlon, tatkai ^^^^ 



3-hl5h 
3-hish 
i-lov 



«^ Speech/language 
Explains 



^ ^ rnctlng screening conditions 
EKJCftinl 



mciv 



Non-F,nglish» used trnnsUior 
^ Won«>Eni^li^>>» ^ translafat 



J 



APPENDIX C 



EVANSTON SPEECH AND LANGUAGE SCREENING PACKET 

r 



1^ 



u 

0 



o 



r o 
• o 

(J 00 



r3 



r3 



n3 



u 
O 



^ o 

^ w • 

W 3 M iH 

(y O ^ 
H ^ 3 u 
3 ^ cr^ 

U QJ O 

O >y u 

CU O W "H 
U iH 

0) w ^ 

x: CO o 

4-» CO c CJ 

o e cu w 
e 

o w 

. U 3 
QJ Ou O 

u 

o 

a 

w 

c c 

CO 

00 O O 



c: 

o _ 
H 



c 

d 
o 



o 

a 
£ 
o 

<y 
u 

c 
o 
w 
a 
u 



r3 



^3 
C 



iH ID 
V4 U 

^ 3 



o 



(J 



3 



u 



M 

O 



a 

V) 






































5 








0 










•H 










tJ 




0 


c 












• 


o 


r: 


(fi 








0 




.c 




cr 


•H 




o 








a 


a 


3 




d 


£ 




0 


CO 






o* 




1 n 


u 




w 




C 


> 


w 




0) 


0) 


c 


rJ 


o 


u 




o 






rj 


U 


u 




CO 


rH 


o 




V) 


c 






u 


o 




a 




o 












cu 


d 






m 


0 










u 


u 


d 




o 







0) 



M 

O 

a 

C 

5 



O 3 

O -H 

^ cu 
u 

u o 
o 

[/) u 

^ 3 

X O 

d 

3 

O CJ 

CO w 

3 d 
o 



V3 W 
3 rj 
O 

> 

V3 



3 
O 

d 
u 

u 

a a 
u X 
cn 4-» 
a • 
u to a 

C CO 

Q) -H d 

^ iH 3 
4J 0« CO 

>> i S 

^ CO H 



\ 



o 



d 



d 
u 



O 





o 








o 












iH 


a 






a. 




d 




& 


GJ 






r: 


cx 






CO 


CO 


no 




c: 


us 






o 


to 


• 


•H 


o 




to 




a> 






d 


c: 








d 






3 






■H 


o 


d 


O 


H 




0 




•H 




a 




•§ 






O 







d 

I . 

QJ CO d 

U o 

o d 



;3 § 

o e 

O 

4J O 



•H d 

X 3 

OS 



■7 



a 

3 4-» d 

C CJ E 

a d fH 

S d 

o ^ 
a 

to iH 



O 

a 
a 

w ■ 



CO O 



CO 
3 

o 
u 



V 







d 




4J 




> 


u 




a 






d 




d 




O 






M 


a 


1j 


CO 






u 


a 










C 




M 


M 


• 


u 


"H 


o 




to 




o 


0 




a 




<0 


u 


Ou 




> 


0 


<y 


u 




a 


a 


u 




a 


to 


CO 




u 








n 


0 


CJ 


a 


o 




3 








c 








CJ 












a 






O 






o 




H 






H 


« 


o 


■K 
























m 













X3tvi 



I M y 



2 
O 



H 

CO 



o 




o 

a 
o 



o 

O 

o 
u 

M CO 

0) 

w 

M «^ 
O >. 

0) 
B 
O 

w 



n3 6 

W • 

o a 

iH 4J 4J 

iH QJ 
■H ^ 

O OJ Q 

>! >! g 

CO O 

cn 09 0) 



c 

W O 
^3 C3 >. 



O 

W 

00 C 



c 

•H 

o 



C W 

o S 

U) 5 Q 

Q rj 3 

>^ W O 

0) 4J (0 

^ a 
o 5 



o 

00*0 



•H 'O 'O 



o 

00 



CO 



M 3 



CO 
CO 



CO a 



00 

c 

CO 4J 

W 

4J 

• 3 

^ O. 

U 

O 5 

iH O 

O 

^ • 

o 

% CO 

O -H 

W 

QJ -H 



o 
o 



U-i 

o 

u 
CO 



4J C 



3 ^ 

o 

o ^ 
c 

o 



u ^ 
u 

QJ O 
^ fH 
4-1 ^ 

CO 

O 

• W 

QJ H 

2 r 



o 

3 

O. QJ 

o 

Q> 

QJ U C) 

^ o ^ 
c ^ 

U C • 

O 4J O X 

fH 3 JH O 



3 

o 
o 



QJ 

3 ^ 

U QJ 

3 M 



rH O 

CO 

U iH 
O CO 
CJ 

QJ 00 



U 

00 d 
C X 

c o 

-H iH 

B > 

QJ 00 

c 

• -H 

^ 'O 
4J 3 
3 rH 
O CJ CO 

e c M 

■H 
« -H 

-HOC 

^ -H -H 

U 4J ^ 

U O 

C C ^, 

■H 3 CJ 

^ O 

O 'O CO 
O C -H 
iJ 3 



QJ 



U5 

5I 



QJ 

c 

u 

QJ 
QJ 



0) 



W Of 

/■ -H 

A) M 4J 

U O C 

C :J 0) 

*) ^ 

>Mi 00 QJ 
QJ C 
H 

TD -H 
•H C 
-O 3 

O O 

QJ 4J 

CO U 

M iH -H 

d -H rH 

0) c: 'H 

^ •H ^ 

xo d 



Q) 

5V: 



rH C 00 QJ 

H O C 4-' 

^ QJ 'H d 

a 5 

U4 QJ QJ O 

H ,0 4J CJ 



6 



•• 

>> 












0 






B 






QJ 
















w 






QJ 






0 


0 


cn 


c 


4J 


4J 


QJ 


•H 


■H 


4J 


'O 


00 


c 


3 


-H 


QJ 


< 


0^ 


cn 



oq 
c 

•H 

C 



















a 








QJ 


0 






GJ 


u 








d 


o 








a 
a 






a 


a. 




fo 


tur 


w 






u 


u 






3 


a 




0 


>-i 


>-i 




a. 


4J 


>-i 




a. 


W 


0 




3 




u 




CO 


al 


0 




a 






• 


-H 


0 




c 


C^i 






0 


0 


QJ 


u 


-H 


rH 


4J 


d 


4J 


0 


d 




U 


tH 


3 




3 


w 


cr 


0 




>1 


CJ 


u 


0 




•0 


QJ 


U 




d 


c 





to 



xxvii 



ERIC 



H 
to 

M 
M 

o 

CO 
M 



C7* 

(U 
O 

O 
> 

(U 

4J 

(U 

> 

M 
(U 
0) 
•D 
O 



t3 



O 



4J 

o 

00 o 
1^ <M 



to 
c 

C 
(U 
(U 
M 
O 
0) 



3 
O 

00 

o- 

M 



0) 




• • 




>> 




o 


0) 


c 


> 


a> 


0) 




1-4 


i-l 






C 




o 






















o 


0) 






o 




> 






• 








00 



ERIC 



xxtiii 

] ^'^ 0 ? 7 



o 

H 
O 

z 
o 
< 



o 



rt •H 







0) 




• 


(n 




d 




*H rt 


o 






•H 


Q) 


CD &0 4J 


U 




rt 


rt 




a 






iH 


0) 




rt 






> 




0) u 


Q) 


>> 


^ a> 




H 




U 






Q) 


<U 


O iH ^ 


U 




rt 


en 








O 




d 


M • 




0) 


rt 


M 


10 


Pt O 


O 








iH 


o rt 




rt 


U M 


d 






Q) 


d 


O (0 


Q) 


o 




0) 


E 


rt 




a 


o 


O 


o 


w o 




iH 


iH C 




Q) 


iH rt 




> 






Q) 






P 



o o 

14-1 ^ 0) 

M W 

cum 



2 



rt 
M 

a 

rt o 



M 

U 



0) 

rt 

iH 

rt 
> 

(1) 



rt 
o 

•H 

»H 
•H 

O 
<U 

cu 
(/) 

<u 

o 
6 



Odd) '2 
. 3 

rt fr'O o 
H B iH 

a <u a 

OHO 
•H ^ ^ 
4J (0 

u rt 
rt iJ (0 
rt * 
w ^5 m 



rt 



d 

0) o 
O 

M a 

0) •H 



M 

rt 



c5 2 
o 

^ > 4J W 

•H rt rt 

0) rt 0) a ^ 
M M <r 

4J d"«r» M 3 

o 6 

^ (U <! iH 
CU^ 

4J iH O 

• iH U-i 

<U O m rt 

U I <u <u 

<U d M 

rH <U iH <U a> 

<U M O > 

0) rt <u 
M 6 4J • 

Q, O rt 4J 

U M <U CA 
*J 9 

w 0) o e 

U ^ D 

<u u d > 
e d rt <u 



o 

....WW 
DO W >> 
•H W rt M 
MOW 
O CU <U 



d Xi 



o 

w 



w 

W 0) 

d 



Si 

3 o u 

O W 
H <U <U 

o -d M 



CUiH ^ 
P* 

u-i <u <u G {:2 
H o ^ rt o 

• o rt rt 

0) M 0 M r-J 

MP. o 2 
O W 0 
M ^^-rl 
M iH ^ 

Q) U 

U 4J 

d <u d 

O M <U 

^ M (u a 

M tJ*rt 



2-5 

•H 

0 W 

u 

M rt 

•H 

o 

x: 
w 



o 

0) M 

*d p. 



4J • W 




•d 

H 



d 

^ M O 

<u o <u ^ w 
(norths 

CO CU-P *M O 



> a 
o ,Q 

M 

0 • 



g 3 

U 

M I 

0 rH rt U-l ^ 

<U ^ W iH 

ti tJ 0 m M 



•d 

u 
u 
rt 
w <u 
>> w 
rt <u 
w M 



d <i> 



U 

d 

o d 



•H rt u 



M 

<U 

<u o 

M M-i 
rt 

d <i> 

O 4J 

•H rt 

U D 

<U 0 
M 

M 4J 

0 W 

o 

1 <u 
u-l ^ 

H 

(U 4J 
W O 

d 

o 

iH 

w a 
<u o 
u o 



<u d 

M O 
0) •H 

> td 
0) rt 

w o 

•H 

S5 

0) <u 
M 

iH O 

o 

^ <u 

iH t> 
^ iH 

•d a 

u o 

u ^ 

<u w 

rt 4J 



o <u 
CD *d 



§ o 
u > 



(U w 
U M 

O M 
O 

W M-l 
D 

4J (U 

rt .d 

w 



p. 

I 

:> 
o 

iH 

H 
O 



rt 
w 
w 
<u 
u 



rt 



c 

o 

<u w 
5 rt 

a 



rt 
M 
O 

- r! 

rt 

•H ^ 0 2 
rt rt 

M M 
O 

' d 
rt 

a 

rt ^ 

^ M 
U 

w 



u 
o 



rt rt 
.d 



0 I 



<u o o 

M « t! 

o <u rt 

0) d M o 



M 

1 ^ in 



o 

d <u 
u 

w 

o rt 



rt 

0 (X4 



d 



^ o 
u w 

o o 



M , 
P.«H 
4J 

<u rt 

M Tl 

> d 

W M 
M 



M 
M 



rt 



o 
§ 

Phi 

o 

M 
-4 
O 
CJ 
CO 



d 
o 

rt ^ 
a 

o o 

•H 4J W 
iJ ^ 

M tiO^ 

rt d ^ 

• T3 W 

<U M ^ 
U O O 
O iH 
O iH 

rt^o 



o 
> 



a w ij 

to M rt 

(3 O ^ 

a M u 

CO M 

S 

iH rt 

u u 
d 

% % 

H d •H 

(J) 14^ ^ 4J 

iJ iJ u 

O M «^ <U 

5^. o M m 



w • 

d 

00 o 







O 




cn u 
rt rt 




3 iH 




re 




w % 








w • 








> 












^ rt 








M 




U-l U 












0) 60 


• 


d 


0) 




M 


U 4J 


0 


0) w 


4J 




a 


M 




O 0) 


p. 


W 




f-j d 


o 




4J 











d 




•H 




iH 




0) 








u o 








d M 




O M 




O 




w u 




M 




o w 




M Q) 




M U 




Q) rt 




u 




d 




O 13 




•H d 








rt 


• 


rH ^ 


d 


a 


o 


u 


•H 




4J 


4J 


rt 


M M 


iH 


rt u 


a 


0) 


u 


Q) ^ 


•H 


iJ u 


4J 


o 


M 


525 « 


rti 



O 13 
W W M 
<U O 

w 0) 
5 c 



d 
o 
p« 

w »w 

^ c B 

•H O 
H -H d 
<d 4J O 
rt 

Mart 

O 0 rH 
U •H O 
4J W 
W iH 



M 
O 



W 4J 

rt u 



M 
M 
O 
U 



P. d 

W -H 

M M 
O 

W 

3 ' 

•S 5 



0) 



o 



u 
<u 

M 
M 
O 
O 



xxlx 



ERIC 



I 

B 

1^ 
O 

O 
M 

H 

o 

2: 
o 
< 



C4 

o 

M 



O (V 
C 

0) Q) 



o 



0) 
U Q) 



O 



www 



u 



^3 iJ O 

iH W ^3 

CO O 

C ^ 
O 

O 0) 3 

^ rH 

l-i iJ -H iH 



I 

o 



0) 

> w 



u 

tQ O 



O -H 



O O 
U 4J 

M <J U CO 
3 WO 
O 4J 



r-l 


O 




O 








O 




O 


U 




U 








0) 


• 


Q) 


M 


a. 






:3 




iH 


1 


CO 








CO 


o 






iH 






iH 


\ 




O 


'T3 


• 


M-l 


iH 






0 


(U 


M 


o 




O 




W 


tw 


w 


•H 






iH 








O 


iH 


W 


•H 




CO 


•iJ 






CO 


•s 


W 


u 




C 


•H 




O 


13 


iH 


•H 


a 


O 


4J 


•H 




U 




U 


o 


M 


CO 


u 


0) 


(U 


•H 




>>'T3 


M 


0) 


0) 




> ^ 






4J 




IM 




0) 






•£) 


O 


O 




iJ 




13 




iH 




U 


iH 




0 


CO 




o 




% 










o 


O 




w 







iH 




• 3 




O 




0) ,c 




^ w 
























4J to 




O .H 




0) iH 




U-j rH 




tM (U 




CO *J 




C 




W tH 




0) 




•H 0) 




4J ^ 




•H CO 




u u 


cu 


CO 


(U 






-3 s 




to s 


a 






M O 




M O 




•H 


(U 


O 


4J 




CO 


CO 




U >>iH 




CO 


to -H 


> 


O »H 


(U 








M 


•H CO 


OJ 


W 




>> w 


4J 




M 










>>^ 






be 



°.8 

4J 3 



M CO 
> 

0) w 

> o 

60 & 
CO 

B 

0) 

iH M 

^ 0) 

O X 

u u 

U 

C 0) 

0) u 

0 -H 

iH 3 

(U 

M M 

O 

OJ iH 
O 0 
•H O 

o > 
^ O 



i 

O 

o 



DC 
C 



CO 
w 

13 



•g 

CO 
0) 









u 




-s. 
















iJ 




(U 
















CO 




4J 












• 


• 


W 




4J 


Q) 


0) 


QJ 




CO . 


'W 


w 


W 








C 


C 






O 


o 


O 






CU 


. p. 


Ou 




W 


w 


w 


W 




u 


0 


Q) 








M 


u 


M 










W 






w 


w 


















'a 


13 


• 




H 


iH 




a 


0) 




•H 




o 












4J 


O 


U 


U 


4J 










u 


13 


13 


13 


13 






M 


M 


U 




o 




O 


8 


4J 


u 


U 


U 




W 


(U 








c 












• 




• 




















in 







w 

(U 



CO 

to 
u 



o 



4J 




QJ 
















60 




0 












O 




U 




to 




§ 










• 




13 




QJ 


c 


4J 




CO 


o 


die 


o 

QJ 


ft 


4J 


C 




QJ 


M xi 


:5 





13 

QJ 
U 
CO 

i* 

o 
u 

(0 
CO 



QJ 
> 
QJ 



C w 

O QJ 

•H QJ 

4J 4J 

CO W 

U QJ 

W 

0 u 

U QJ 

4J 

QJ O 
4J 

O O 



00 



ERLC 



XXX 



Language Problems: / 

15 Language Is severely atypical for child's mental age demonstratea 
a combination of "differences in semantic and syntactic development. 

H Problem is quantitatively and qualitatively less severe than #5, but 
Still demonstrates more than one type of language problem* 

#3 Les:3 severe language difference but should be rechecked. 

#2 Developmental and environmental language difference that is not 
hampering communication, 

#1 No problem. 

Articulation Problems: 

115 Multiple, severe articulation problems with intelligibility greatly 
impaired. 

- #4 Severe distortions and substitutions resulting in reduced intelligibility 

#3 Sufficient articulation difference to enroll if time Is available, 
but intelligibility unaffected. 

tf2 Slight difference Judged to be developmental or environmental. 
Intelligibility unaffected. 

#1 No problem. 

Voice Problems: 

S5 The quality, resonance or pitch ia deviant enough to call attention 
to itself. 

H Some people may be aware of voice problem, but not all with whom 
client comes in contact are awa^e of the problem. 

^3 Person suffers from some ho'arsenesl, but others are not aware of problem. 
P2 Suffers from occasional or sll^gj*** hoarseness. ^ 
01 No problem. 
Fluency Problems: 

#5 Person exhibits hard blocks in stuttering and struggling behavior in 

speech. ^^^^ 

/ 

xxxi ^ 




Fluency Problems: (continued) 

' tf4 Indirect therapy Indicated because child is unaware of his lack of 
fluency. Therapist will deal with parents and teachers. 

#3 Demonstrates easy repetitions. May have been previously enrolled 
and Is being rechecked periodically. 

n Speech Is easy flowing 'most of the time. Teacher and/or parent may 
be advised to keep speaking situations relaxed for this child. 

tfl No problem. . 
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KVANSTON SCII(X)I. DlSTKlCr Ohb SCHJ^KNINU PACKET 
SPKKCH AND LANGUAGE ^ 



^RTICl^ATION AND LANCUACK : 
1. Spontaneous Speech 



2. ATJiarLATIDN SAMPLE; 



Candle 



Feather 



Valentine 



Elcphant_ 

Rabbit 

Bridge 



T]mmb 



Scissor 
Squirrel 



Sandwich 

Zipper 

Shovel 

Flag 



StImUIJM ABILITY; 



Isolation 



3, AUDITORY DISCRIMINATION ; 
wln^-r Ing . 



coat-Roat 



Word 



dime-tirae 



/ 



tree-three 



eheep-j eep^ 



light-vhitc 



bear-'pear_^ 
nail-mail 



AUDITORY ItEMORY: 



Digits 



3-5-2" 
8-3-7^ 



4-7-2-9 

3-8-5-2" 

7-2-6-r 



5. FOLLWfNG DIRECTIONS: 



Sentences 

We are f^oing to buy some candy. 
Jack likes to feed the little puppies* 
Jane wants to build a big castle in her 
playhouse. 



Stand up, clap your hands, point to your shoes^ 

box » on the box , under the box 



In back of the bo^t 



,-.be^side the box_ 



Put the block in the 
, in front of the box 



PHYSIOLOGIC SUPPORT FOR SPEEGI: 



Structure 



Function 



Llpq ^ 

Teeth 

T(>n[;uc 

Hard Palate^ 
Soft Palate^ 
Tonsils 



Lips 

Tongue 



VPII Closure^ 
Ulado Rate 



VP IDE 

1. Pitch 

2. Loudness 

n.ui:!:cY: 



3. Resonance 
A. Quality 



5. Other 



COMirENTS 



FI<Ur;TKATTON LnVEL; 
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APPENDIX D 



DENVER DEVELOPMENTAL SCREENING TEST 



The following 2 pages are copyrighted and 
are not available for reproduction. 
They included the Denver Developmental 
Screening Test, copyrighted 1969, William K. 
Franjfienburg, M.D. and Josiah B. Dodds, Ph.D., 
University of Colorado Medical Center 
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